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Abstract
W ith the E uropean  settlem ent of N orth  Am erica, the educa tion  of 
First N ations ch ild ren  shifted from  being carried  ou t in a na tu ra l se ttin g  by all 
com m unity  m em bers, com m unicated th rough  observation and  tria l, and  
instructed  th rough  values, needs, and traditions; to a w hole-group learn ing  
m odel founded  on a s tandard  curriculum  based  on  successes and  failures. For 
a t least the past fifty years First Nations adu lts have dem anded  g rea te r control 
over their ch ild ren 's  education . Recently, the M inistry  of E ducation  in 
British C olum bia (BC) has advocated for g reater success of First N a tions 
studen ts by p ro v id in g  fund ing  for additional su p p o rt and by increasing  the 
num ber of F irst N ations language and cultural program s. Even th o u g h  the 
First N ations com m unity  and  BC politicians w an t First N ations s tu d e n ts  to 
have m ore success, research illustrates that First N ations studen ts con tinue  to 
struggle academ ically. Yet, a lthough  research indicates that the p e rso n  hav ing  
the greatest im pact o n  stu d en t success is the classroom  teacher, very  little 
research exists exam ining  teachers who are successful in w orking  w ith  First 
N ations studen ts .
This qualita tive  study  focused on the beliefs and the teaching 
techniques of six teachers w ho w orked successfully w ith  First N ations 
studen ts. The teachers w ere in terview ed using  H aberm an 's Star Teacher 
Selection Intervieiv. T eacher constructs related to the success of F irst N ations 
studen ts are a rranged  into four key attributes: bu ild ing  relationships, the 
teaching of m orality , classroom  pedagogy, and  teacher preparation. Teachers 
w ho w ork successfully  w ith  First Nations studen ts need to bu ild  re la tionsh ips 
by  being cognizant o f the environm ent that both  they  and their s tu d e n ts  bring  
to the classroom ; u n d ers tan d in g , appreciating, and  valuing these s tu d en ts ; 
an d  in tegrating  First N ations beliefs into the curriculum . They need  to view
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m orality as a quality  that goes beyond the four classroom  walls and  be 
proactive in p rom oting  a holistic approach to n u rtu rin g  m orality. T hey  need 
to m aintain  a classroom  environm ent that is safe, friendly, p redictab le, and  
consistent. W hile none of the teachers in this s tudy  participated  in teaching  
practicum s w hich  requ ired  them  to w ork  in a First N ations com m unity , they 
all w orked w ith  a m inority  cu lture early in their careers that assisted  in 
shap ing  their beliefs about w orking  w ith First N ations students. In add ition , 
teachers w'ho w ork  successfully w ith First N ations students need to be 
persisten t in so lv ing  seem ingly unending  problem s and  pro tecting  their 
studen ts from  the educational system 's bureaucracy.
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C hapter One: The Problem  
Statem ent of the Problem 
The educational success of First N ations studen ts in the schools of British 
Colum bia is an  ever-increasing concern for all stakeholders. No w here does this 
concern have a greater significance than w ith  the p rovince 's First Nations 
com m unity and  the M inistry of Education, Skills and  T rain ing  (MoEST) (D. 
Avison, personal comm unication, fall 1997; M inistry of Education, 1998).
The traditional First Nations m ethod of educating children recognizes that 
education is
the responsibility of everyone. The parents, the g randparen ts, the aunts 
and uncles, cousins, Chiefs and counselors, everyone had  a personal 
com m itm ent to ensure that the individual w as as w ell inform ed as 
possible so that the survival of the com m unity w as guaranteed. No one 
looked at this as an obligation that h ad  to be m et, b u t as an  exercise that 
they w ere happy  to be a part of — because tru ly  in  the success of the child 
comes the success of the com m unity. (Kavanagh, 1997, p. 1)
Traditionally, the education of First Nations children is to be carried out 
by all com m unity m em bers in the most natural setting possible, com m unicated 
through observations and  trial, and instructed through values, needs, and 
traditions (Russell, 1993). This m ethod supports the view  tha t "each and every 
member of o u r [the First Nations] com m unity [including the extended family], as 
well as the school system , are the teachers" (Kavanagh, 1997, p .l). This
1
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com m unity  system  of educating children  continued even after the arriva l of the 
first non-F irst N ations settlers.
H ow ever, K avanagh (1997) indicated tha t by the m id-19th century som e First 
N ations paren ts  began to voluntarily place their children in public schools. The 
sign ing  of the British N orth Am erica Act in 1867 dram atically  im pacted this 
trend. W ith the signing of this Act, the nation  of C anada w as created and  
au tho rity  over the First Nations people w as officially given to the federal 
governm ent. The Indian Act, signed in 1876, further specified the control that the 
federal governm en t had  over the First N ations people, including their education . 
In 1879, as a m eans of educating First N ations children, the C anadian  federal 
governm en t created large residential schools w hich w ere m odeled after those 
established  in the United States. W hile a t these residential schools, First N ations 
s tuden ts w ere no t allowed to speak their language, practice their custom s, learn  
their cu ltu re , or grow  their hair long. The dism antling of the traditional First 
N ations educational system  had clearly begun  (W ilson & M artin, 1997).
By 1900, this segregated residential education system  enrolled over ha lf of 
the First N ations children (Kavanagh, 1997, p. 17). It w as no t until a review  of the 
Federal Ind ian  Act, in 1946, by a Joint Com m ittee of the Senate and H ouse of 
C om m ons tha t First Nations people actively advocated for greater control over 
the educa tion  of their children. As a consequence, all significant reports on  the 
education  of First N ations children in British Colum bia have asked for "a 
transfer of control of education program s for First N ations learners to First 
N ations them selves" (Kavanagh, 1997, p. 12). As a result of these dem ands, the 
jurisd iction  for the education of First N ations children becam e split. The 
C anad ian  C onstitu tion  transferred control of the education of all studen ts to the
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provinces w hile the Indian Act still em pow ered  the M inistry of Indian and  
N orthern  Affairs of C anada w ith  the responsibility of educating First N ations 
ch ild ren  living on reserve land.
Being responsible for the  education of all studen ts, regardless of their race, 
sex, religion, and  ethnicity, the British Colum bia M inistry  of Education, Skills 
and  T rain ing 's mission sta tem ent indicates th a t their educational m andate  is
to provide leadership a n d  suppo rt for a n  education  and training system  
th a t provides all British C olum bians w ith  opportun ities to develop the 
skills and  knowledge to live productive an d  fulfilling lives and  to 
contribute to the economic, social, and cu ltu ral life of the province. 
(MoEST, 1998, p. 1)
In 1998, to im prove the educational success rate of its First Nations learners, 
MoEST im plem ented three types of program s: First N ations C ultural A w areness, 
to develop  in all students “an understand ing  a n d  appreciation of the history, 
culture, traditions and issues" (p. 108) of local F irst N ations peoples; First 
N ations Language Program , to p rov ide  all s tu d en ts  w ith  “the opportun ity  to 
develop com prehension and  fluency" (p. 108) in  a First N ations language; and  
First N ations Support Services, to provide First N ations students “requiring 
add itional support to succeed in  school, [with] such  [services] as counseling, 
m onitoring  of attendance and  hom ew ork, and hom e-school liaison services" (p. 
108).
In reality, however, the academ ic achievem ents of the First N ations 
studen ts, in the province of British Colum bia, continue to be m uch low er than 
that of their non-First Nations counterparts (MoEST, 1998, p. 27). The reasons for 
this low er achievem ent appear to be sim ilar to those of at-risk students in u rban
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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com m unities th roughout N orth  America. First N ations studen ts are frequently 
poor, educationally  challenged, language delayed, or handicapped  in other 
ways. W ilson and M artin  (1997) discovered that issues of physical and sexual 
abuse, an d  the breakdow n of relationships w ith their families and  com m unities 
have led to an  unhealthy  hom e life for m any First N ations students. "W hen 
people tu rn  to substance abuse to mask their pain and  anger, hom e becomes 
unhealthy. Children in  such hom es can easily becom e alienated especially w hen 
they believe that bo th  their hom es and their schools seem  indifferent to their 
needs" (p. 14). D espite a host of reform efforts, schools are  not often m eeting the 
needs of large num bers of First Nations students.
A lthough im provem ent in  the educational perform ance of First N ations 
studen ts is a goal for bo th  the First Nations com m unity and  the Ministry, no 
research exists that suppo rts  the concept that program s im plem ented at the 
M inistry  level result in  im proved student perform ance. H ow ever, research does 
exist to su p p o rt that the  greatest impact on student success is w hat the teacher 
does in the classroom  (e.g., Evans, 1996; Gilliland, 1995; G rant, 1989; Haberm an, 
1995c). MoEST (1998) states that "it is at the level of classroom  instruction that 
the influence on children 's education is greatest" (p. 42). It is a t the classroom 
level that the most crucial interactions take place: those betw een the teacher and 
the students. Yet, in regards to First Nations students, little is know n about w hat 
teachers do w ithin their classroom s that contributes to these students being 
successful. To better u n d ers tan d  how teachers w ork successfully w ith  First 
N ations studen ts , there is a need  to research w hat is happen ing  in the 
classroom s, and  then, to m ake those discoveries an in tegral p a rt of a  plan aim ed 
a t increasing the educational success of First Nations students.
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W hile lim ited literature exists that specifically looks a t the attributes, or 
characteristics and  practices, of teachers who are successful in w orking w ith First 
N ations studen ts , literature does exist that outlines im portan t teacher ingredients 
for the successful education of o ther m inority groups. M uch is contributed by Dr. 
M artin H aberm an  whose extensive studies on successful teachers of urban 
studen ts in  poverty  have lead to the identification of key indicators for w hat 
constitu tes "star teachers" in larger u rban  schools; "teachers w ho, by all com m on 
criteria, a re  outstandingly  successful" (Haberm an, 1995c, p. 1). H ow ever, little is 
know n ab o u t the characteristics and  practices of teachers w ho, against all odds, 
are successful in assisting First N ations students to leam  m ore, "to act w ith 
respect to w ard  themselves and  others, and  to become happy , successful, 
con tribu ting  citizens" (Haberm an, 1995c, p. 2). Hence, this s tu d y  seeks to 
identify the  characteristics and practices of those teachers w ho contribute to the 
educational success of First N ations students.
Background of the Problem  
A young  First Nations superv isor, w hen asked abou t the teaching 
approach  tha t should  be used w ith  First Nations students, replied , "Carefully; 
First N ations students have experienced enough failure in their lives" (D. 
Jefferies, personal comm unication, fall 1996). Previous to the onslaught of the 
non-First N ations people, the education  of the First N ations children was the 
responsibility  of the extended fam ily and  the whole com m unity, and  was carried 
out in the m ost natural setting possible, com m unicated th rough  observation and 
trial, and  instructed  through history and  traditions. In the trad itional First 
N ations society, according to B rendtro, Brokenleg, and  Van Bockem  (1990), "It 
was the d u ty  of all adults to serve as teachers for young persons. C hild rearing
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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w as no t ju st the province of biological paren ts but children w ere  nurtu red  w ithin 
a larger circle of significant others" (p. 37). The goal of First N ations education, 
according  to W ilson and  M artin (1997), w as to develop a holistic child by 
m ain tain ing  a balance betw een the quad ran ts of intellectual, physical, social, and 
sp iritual com petencies. "The key to n u rtu rin g  and educating First Nations 
children is the concept of balance w ith in  holistic education, 'a  balanced 
in teg ration .' M any discussions of F irst N ations education use the medicine 
wheel as a device for keeping the balance" (p. 11). To the First N ations people, 
balancing the educational process w as a reflection of the larger process of 
balancing life. Itself.
The traditional First Nations m anner of educating their children was 
d isru p ted  from  the 1870's to the 1970's w hen  m any First N ations children w ere 
forced to a ttend  residential schools. D uring  this time, they w ere  discouraged 
from m ain tain ing  their culture, speaking  their language, and  practicing their 
custom s. As a result, m any of these ch ild ren  lost sight of their heritage, culture, 
language, an d  traditions. The abuse suffered by great-grandparents, 
g randparen ts, and  parents of the p resen t-day  First N ations stu d en ts  has, in m any 
cases, set up  a cycle of abuse that has dam aged  the ability of the First Nations 
people to fulfill their ideal of total com m unity  and family involvem ent in 
educating  their children (Grant, 1995). Traditionally, the First N ations adults 
believed th a t the "central purpose of life w as the education and  em pow erm ent of 
children . . . [yet] generations of such cu ltu ral intrusion have left deep scars of 
alienation on  Indian children and  fam ilies" (Brendtro, Brokenleg, & Van Bockern, 
1990, p. 35).
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Despite these deep scars, F irst Nations paren ts have long sought genuine 
in p u t into the education of their children. Ever since the onset of influence by 
non-First N ations people over their education, First N ations people have 
struggled  to regain control. The 1996 Royal C om m ission on Aboriginal Peoples 
found the following:
For m ore than  25 years, A boriginal people have been articulating their 
goals for Aboriginal education. . . .  A boriginal leaders have m ade policy 
recom m endations to governm ents, and  governm ents have conducted  
internal studies. . . .  The recom m endations, m any  of them excellent, show  
rem arkable consistency. . .  . W hat we find m ost d isturb ing  is that issues 
raised [today] are the sam e concerns that A boriginal people have been 
bringing forw ard since the first studies w ere d o n e .. . . we see that there 
has been progress, b u t it has unfolded at a snail's  pace and falls sho rt of 
the goal. (Kavanagh, 1997, p. 11)
An im portant step w as taken in  1994: Targeted First Nations educational 
g ran ts could no longer be spen t by a  school board  w ithou t first negotiating a 
Local Education A greem ent (LEA) w ith  each of the local First Nations bands. The 
LEA addressed  such technical issues as discipline procedures, school and  band  
responsibilities, and  the establishm ent of tu toring program s. The in troduction  of 
the LEA usually resulted  in add itional financial su p p o rt being given to either 
existing school district program s or to new  First N ations com m unity education  
initiatives through these grants. Congruently , MoEST (1998) im plem ented a 
n u m b er of program s designed to prom ote  First N ations culture and language 
into the curriculum  for all students. It was though t that by im plem enting these 
p rogram s, an appreciation for the First Nations cu ltu re  w ould  develop, an
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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im proved self-esteem for First Nations students w ould  result, and greater 
educational success in the public school system  w ould be experienced by First 
Nations students.
To date, research has show n that such program s have had  no significant 
im pact on the educational success of First Nations children. In fact, just the 
opposite m ay be true. F irst of all, evidence to su p p o rt the success of M inistry 
program s is lacking; MoEST (1998) states that it does not know  the effectiveness 
of its ow n First N ations program s (p. 27). Similarly, evidence regarding the 
educational success of First N ations band-operated schools show s their studen ts 
are well below  the provincially-operated public schools (Cowley & Easton, 1999; 
Cowley & Easton, 2000; MoEST, 1998, p.32).
H ow ever, a rev iew  of the literature reveals tha t there is a wealth of 
inform ation centered a ro u n d  the importance of the role played by the classroom  
teacher in the success of all students. An exam ination of the critical role that 
teachers play in studen t success appears to be lacking as both MoEST and the 
First N ations com m unity w restle w ith im proving the academ ic success of First 
Nations children. H aberm an (1995c) has identified key a ttributes possessed by 
star teachers of urban children  in poverty which allow  their students, against all 
odds, to be successful. In a sim ilar m anner, teachers w ho are successful in 
w orking w ith  First N ations students must be stud ied  and  their attributes 
identified. Policy m akers need to become cognizant of w hat teachers w ho are 
successful in w orking w ith  First Nations students do an d  do not do. This 
know ledge then needs to be applied  to any changes a im ed  at im proving the 
academic success of First N ations students w ithin the education system  of British 
Columbia. H aberm an (1993) em phasized the im portan t role of teachers:
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Schools should  be b u ilt an d  kept better th an  banks because there 's m ore 
w ealth in them . But no  m atter how im portan t the facilities . . .  w hat 
m atters m ost is the qua lity  of the teachers. . . .  alm ost all of the discourse 
regarding restructu ring  and  reforming schools over the last decade has 
em phasized every conceivable form of change and  virtually ignored the 
obvious: getting better teachers, (p. 1)
Purpose of the S tudy  
H aberm an (1993,1995a, 1995b, 1995c) d id  extensive research on w hat 
constitutes a "star" teacher o f u rban  students in poverty . Through his research, 
H aberm an (1995d) w as able to identify certain a ttribu tes possessed by these star 
teachers. H e further developed  a series of in terview  questions that could be 
asked to assist in the identification of star teachers of u rban  students in poverty . 
According to H aberm an (1995c)
'star teachers' [are] teachers who, by all com m on criteria, are 
outstandingly  successful: their students score h igher on standardized  
tests; parents and  ch ild ren  think they are great; principals rate them  
highly; other teachers regard  them as ou tstand ing; central office 
supervisors consider them  successful; cooperating universities regard  
them as superior; and  they evaluate them selves as outstanding  teachers, 
(p- 1)
The purpose of this s tu d y  is to describe the attribu tes and classroom  
practices of teachers w ho have been identified as be ing  successful in w orking  
w ith  First N ations students. By com paring w hat the research says about w ha t 
successful classroom  teachers do to w hat teachers w ho specifically are successful 
w ith  First N ations studen ts do  and  say, it is hoped  tha t certain characteristics and
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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practices will emerge. Following H aberm an 's research, questions based  on  these 
trends and  strategies could be developed to assist in the identification of teachers 
w ho w ou ld  be successful in w orking w ith  First N ations students. This process 
could then  be used to ensure a greater success rate for any  initiative a im ed  at 
m aking First N ations studen ts more successful. These initiatives, w hether they 
are MoEST m andated  program s or w hether they involve greater control by the 
First N ations com m unity, w ould  then be established based on the concept that 
the classroom  teacher is key to the success of First Nations studen ts an d  that, 
following this process, the very  best teachers w ould  now  be w orking w ith  the 
First N ations students.
Im portance of the Study
The First N ations com m unity, sensing  that the educational perform ance of 
their studen ts  was below  that of non-First N ations children, has long advocated  
for m ore control. In 1972, the National Ind ian  B rotherhood's report, Indian 
Control o f Indian Education, called for the transfer of control of education 
program s for First N ations learners to the First N ations people, them selves. In 
1984, the Assem bly of First N ations released, Tradition and Education: Tozvard a 
Vision o f O ur Future, w hich once again called for a transfer of jurisdiction of First 
Nations education to the First N ations people. In 1988, A  Legacy for Learners, the 
result of a province-w ide investigation of the education system  in British 
Colum bia, supported  First N ations "self-determ ination of, or shared 
responsibility for, the education of their ch ild ren  . . . [and the developm ent of] 
formal liaison processes to discuss and decide upon  the m aintenance and  
im provem ent of quality services to N ative learners" (Kavanagh, 1997, p . 13).
M ore recently, MoEST, concerned w ith  the academ ic success of First
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N ations students provincially, began to filter o u t data on First N ations students 
from  that of the general studen t population. Their findings w ere released in two 
MoEST docum ents, the 1995/96 Annual Report and  Data Relating to The Ability of 
the BC School System to Serve Aboriginal Students: October 1997. The docum ents 
indicate that only thirty-one percent of First N ations students g raduate , in 
com parison to a seventy-one percent g raduation  rate for non-First N ations 
studen ts (MoEST, 1998, p. 27). If the studen t is a First Nations m ale, his chances 
of graduating  are only tw enty-eight percent (MoEST, 1997, p. 5). Between grades 
ten  and  twelve, First N ations students have a fifty-one percent d ro p o u t rate 
w hile non-First N ations students have a tw enty-tw o percent d ro p o u t rate. Only 
three percent of g raduating  First Nations studen ts go directly into 
post-secondary institutes, in comparison to thirty-four percent of non-First 
N ations students (MoEST, 1998, p. 27). First N ations students are likely to be one 
to three years behind their age appropriate grade. In 1995, in both  English 12 and 
M ath  12, non-First N ations students had m ore A 's and  B's than First Nations 
students. (MoEST, 1997, p. 2)
With the changes that the British Colum bia governm ent has im plem ented 
for First Nations education  and w ith the grow ing self-control tha t has been given 
to the First N ations people over their ow n education, the educational 
perform ance of First N ations students in British Columbia continues to be well 
below  other ethnic groups in the province (MoEST, 1997, p. 7). O f prim ary  
im portance to this s tudy  is the role played by  teachers who are successful in 
w orking  specifically w ith  First Nations students. This study exam ines the criteria 
an d  attributes that generate student success and  also explores teacher insights 
in to  w hat teachers do, or do not do, to prom ote success w hen w ork ing  w ith  First
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Nations students. These findings can then  be applied to such  changes as the 
im plem entation of new  MoEST program s, greater control advocated  by First 
N ations adults, or other initiatives aim ed at im proving the success of First 
N ations students.
Research Questions
This study  will address the follow ing questions:
1. W hat characteristics and  practices do teachers, w ho have been 
identified as successfully w orking  w ith  First Nations studen ts, exhibit that 
encourage those students to rem ain in school, become engaged in educational 
activities, and  prom ote a desire w ith in  the student to learn?
2. Can H aberm an 's indicators of star urban teachers o f ch ild ren  in poverty 
be used to identify  teachers m ost likely to be successful in w ork ing  w ith First 
N ations students? In addition, are there supplem ental indicators for teachers 
w ho are successful in w orking w ith  First Nations students tha t have no t been 
identified by H aberm an's research?
Specific Terminology
Aboriginal People. "A term  defined in the Constitution A ct of 1982 that 
refers to all indigenous people in C anada, including Indians (status and  
non-status), Metis, and Inuit people" (Aboriginal Education Initiative, British 
C olum bia M inistry of Education, 1998, p .191).
A ttributes. "The clusters, chunks, or groups of behaviors that particular 
practitioners m ust dem onstrate in o rder to be effective" (M erton, as cited in 
H aberm an, 1995d).
Band. "The legal definition given to distinct groups of A boriginal clans 
and families by the Indian Act"  (A boriginal Education Initiative, British Colum bia
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M inistry of E ducation, 1998, p .191).
First N ations. "The self-determ ined political and  organizational un it of the 
A boriginal com m unity  tha t has the pow er to negotiate, on a govem m ent-to- 
govem m ent basis, w ith  BC and  C anada" (Aboriginal Education Initiative, British 
Colum bia M inistry of Education, 1998, p .192).
First N ations S tudents. S tudents whose ancestry  is such that they are 
reported  as First N ations on  the British C olum bia M inistry of Education's data  
form, 1701. This in form ation  form  is used to determ ine the provincial and  federal 
funding that each school d istric t in British C olum bia receives for First N ations 
students. For this s tu d y , the specific bands to w hich  the First Nations students 
will be associated are the  N laka'pam ux (Thom pson) and  the Okanagan.
H ow ever, situated  th ro u g h o u t the region, there are a sprinkling of First N ations 
students from  other bands.
Indian. "A term  used  historically to describe the first inhabitants of N orth  
and South America a n d  used  to define indigenous people under the Indian Act. 
The term  has generally been  replaced by A boriginal people, as defined in the 
Constitution Act of 1982" (A boriginal Education Initiative, British Colum bia 
M inistry of Education, 1998, p .192).
Indian Act. "The principal federal statu te  dealing  w ith  Registered Status 
Indians or Treaty Ind ians, local governm ent, and  the  m anagem ent of reserve 
lands and  com m unal m onies" (Aboriginal Education Initiative, British Colum bia 
M inistry of E ducation, 1998, p. 192).
Self-Governm ent. "The righ t to govern. This is no t the same as 
sovereignty, b u t does include the right to adm in ister taxes, pass laws, m anage 
land and natural resources, negotiate w ith other governm ents and, in some
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instances, take responsib ility  for education, health , safety, and welfare services 
for a given com m unity . The extent and  application  of self-governm ent is 
negotiated w ith  F irst N ations and  the federal governm ent. There are a n u m b er of 
existing self-governm ent agreem ents in C anada" (Aboriginal Education 
Initiative, British C olum bia M inistry of Education, 1998, p .193).
Star Teachers. " 'S tar te a ch e rs '. . .  are ou tstand ing ly  successful: their 
students score h igher on  standardized  tests; pa ren ts  and  children think they  are 
great; principals rate  th em  highly; other teachers regard  them as outstanding; 
central office superv iso rs consider them  successful; cooperating universities 
regard them  as superio r; and  they evaluate them selves as outstanding teachers" 
(H aberm an, 1995c, p. 1; 1993, p. 1).
S tuden t Success. "S tudents learn a great deal, act w ith respect tow ard  
them selves and  others, and  are in the process of becom ing happy, successful, 
contributing citizens" (H aberm an, 1995c, p. 2).
Teacher. "A ny teacher em ployed by a school board  to provide an 
education p rogram  to stu d en ts  in a school. Teachers m ust hold a valid certificate 
of qualification or a le tter of perm ission issued by  the BC College of Teachers. 
Superintendents, a ssistan t superintendents, and  adm inistrative officers are no t 
teachers" (MoEST, 1998, p. 113).
A ssum ptions of the S tudy  
This study  assum es that the teachers w ho w ere identified, by the school 
adm inistrators, their colleagues, and school records, as successfully w orking 
w ith  First N ations s tu d en ts  w ould  also be identified  by  the parents of the F irst 
N ations students. A no ther assum ption is that there  is no significant difference 
betw een the instructional practices of identified teachers located in the public
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school system  and those teachers based in band-operated  schools. T his s tu d y  
further presum es that w hile inequalities of teaching resources, classroom  
support, and  professional developm ent activities exist, they have no bearing  on 
an individual teacher's ability to work successfully w ith  First N ations students. 
A final underlying assum ption  is that teachers w ho are successful in w ork ing  
w ith First N ations studen ts exhibit similar qualities regardless of the g rade  level 
in which they instruct.
Delimitations of the S tudy
This study  focuses on the data gathered from  six teachers, each of w hom  
w as identified as w orking successfully w ith First N ations students. A 
requirem ent for the teacher selection into this s tu d y  w as that their classroom  
enrollm ent w as to include at least twenty-five percen t First Nations studen ts. All 
six of the teachers w orked in either the public school system  or a band-operated  
school. O ther than help ing  to identify the teachers, no data will be collected from  
the First Nations people, the students, teacher colleagues, university associates, 
the adm inistrative staff, o r any other individuals w ho are associated w ith  them . 
Furtherm ore, this study  is restricted to the m ajor First Nations bands, m ainly  the 
N laka'pam ux (Thompson) and  the Okanagan, th a t live in the central region of 
British Columbia.
The prim ary data collection m ethodologies w ere participant observation 
and sem i-structured open-ended interview questions. The data collected w as 
influenced by the relationship betw een w hat w as being observed and  how  the 
interview  questions w ere answ ered. Therefore, the  da ta  collection process d id  
not rem ain static bu t expanded  w ith  each new  observation and interview  
answer. H ow ever, by involving the participants in  checking for accuracy and
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rem aining rigorously faithful to the data th roughou t the collection and  analysis 
processes, the validity  of this m ethodology w as enhanced.
Limitations of the S tudy
This study  will focus prim arily on  the bands and  on select teachers w ith in  
a specific area of British Columbia. As such, the findings are tied to the 
educational issues and  conditions specific to the F irst N ations students in  this 
area. Thus, while the results m ay be transferable to bands and teachers in  o ther 
areas of the province, they  are particularly relevan t to this area.
The selection of the participants w as lim ited to the inpu t from  school 
adm inistrators, band education  coordinators, colleagues, and school records. The 
use of the school records in the selection process w as lim ited due to the fact that 
there w as no standard ized  process in place for m ain tain ing  these records. In 
some cases, this w as the studen t's  first school year so no previous data w as 
available for com parison. No direct input regard ing  the selection of partic ipan ts 
was received from  the First N ations parents. As a  result, the term  "successful" is 
based upon  the perception  of professionals and  m ay  no t totally reflect the  
definition of First N ations parents.
Sum m ary
It is evident that both  the First N ations com m unity  and MoEST have a 
priority to im prove the success of First N ations studen ts . However, they seem  to 
lack a consensus on how  best to achieve this priority: The First N ations 
com m unity w ants g rea ter control while MoEST w an ts  to offer m ore program s. 
W hat both have so far failed to examine is the role p layed  by the classroom  
teacher. In particular, the characteristics and  practices of teachers w ho 
successfully w ork w ith  First N ations students have no t been exam ined.
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In order to u n d ers tan d  these characteristics an d  practices, six teachers 
who successfully w ork  w ith  First Nations studen ts w ere studied  using a 
m ulti-case study  approach . To place the study  in perspective, a review  of the 
related literature w as first conducted and  is p resen ted  in Chapter Two. D ue to a 
lack of research that specifically addresses teachers w ho successfully w ork  w ith  
First N ations studen ts, literature on teachers w ho successfully w ork w ith 
m inority groups in general w as also exam ined for com m on characteristics and  
practices. Based on  the literature, four com m on teacher attributes w ere 
indentified: build ing  relationships, the teaching of m orality, classroom 
pedagogy, and  teacher preparation. T hroughout the  review , each of these 
attributes is exam ined separately  w ith a focus on  how  each applies to the success 
of First N ations studen ts.
To provide particu lars specific to this study , a detailed  explanation of the  
m ethodology is outlined  in C hapter Three. Based on  the w ork of M erriam  (1988), 
Stake (1995), Lindlof (1995), Strauss and  Corbin (1990), M axwell (1996), and  
Wolcott (1995), the d a ta  w as collected through a series of interviews and 
observations w ith each of the participants. To help  explain each participant's 
experiences and to help place this inform ation into a larger context, a com m on 
set of open-ended in terv iew  questions was used. These opened-ended questions 
were directly related to the research questions, w hich  p rovided  the basic 
fram ew ork to this study.
In C hapter Four, the com m on characteristics an d  practices identified 
am ong the six partic ipan ts are com pared to the a ttribu tes identified in the 
literature. Each of the characteristics and practices are  exam ined separately. To 
determ ine w hether a relationship  existed betw een the h iring  requirem ents for
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star teachers of children in poverty  and teachers w ho successfully w ork w ith 
First N ations students, the Star Teacher Intervieiv (H aberm an, 1995) was 
conducted  w ith and  analyzed  for each of the participants. T hroughout C hapter 
Four, the voices of the partic ipan ts are used to su p p o rt their reflections.
C hapter Five concludes the study by p resen ting  im plications and 
recom m endations resu lting  from  this research. Issues for further research are 
also raised.
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C hap ter Two: L iterature Review 
Introduction
W ith a lim ited am o u n t of research available that specifically exam ines the 
role of teachers w ho successfully work w ith  First N ations students, this review  
incorporates literature on the role of exem plary teachers in teaching m inority  
students in general and  covers a significant range of issues considered re levan t to 
this study. In particular, the review  considers the  relevance of various researches 
to the role of teachers w ho successfully w ork w ith  First N ations studen ts. It is 
understood that First N ations students constitu te only one part of the m inority  
groups that are discussed in  the literature. C onsidered in this review  are  three 
areas that im pact the success of First N ations students: the studen ts ' cu ltu re  and  
other issues that arise from  being part of that m inority , the First N ations 
com m unity; the com m on criteria used by teachers w ho successfully w ork  w ith  
m inority studen ts including, bu t not lim ited to, the positive functions perform ed 
by the teachers and the teaching m ethods that subsequently  influence the  success 
of these students in school; and  the necessity for appropriate  teacher selection 
and training.
A num ber of questions provided gu idance in review ing the literature. 
While not all of these questions are answ ered w ith in  this study, they do p rov ide  
a starting  poin t for the research. W hat can teachers do to influence the 
educational success for First N ations students? W hen students becom e behavior 
problem s or leave school, is it the result of som ething  that the teacher has or has
19
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not done? W hy do som e teachers seem  to be m ore successful than o ther teachers 
w ith  First N ations studen ts?  Can H aberm an 's indicators of star u rban  teachers of 
children in poverty  be used  to discern w hich teachers will most likely be 
successful at teaching First N ations students? Once identified, can these 
indicators be used d u rin g  the posting, in terview ing, and  hiring processes of 
teachers w ho will be extensively w orking w ith  First N ations students? A re these 
attributes or functions tha t quality teachers exhibit able to be 
c o p ie d /le a rn e d /d u p lica te d  by  other teachers? Is it possible to set up teacher 
train ing program s to educate  teachers on how  to build  these qualities in to  their 
teaching repertoire and , thus, into their classroom s? The significance o f these 
questions is broached th roughou t this study.
A lthough very little is w ritten specifically on the traits of teachers w ho are 
successful w hen w ork ing  w ith  First N ations studen ts , literature on schooling 
children of various m inority  cultures suggests tha t facets of their cu ltu re  m ust be 
built into the teaching an d  the schooling experiences for them  to realize success. 
Selections from these read ings have been explored in  the pursuit of com m on 
criteria: criteria that m ig h t help make First N ations students m ore successful in 
school. It is im portan t to access the traditional beliefs of the First N ations 
com m unity  tow ard  the education  of their ch ildren  and  the role that these beliefs, 
p lus o ther daily life experiences, play in educating  these children w ith in  the 
public school system .
In review ing the  literature on effective teaching, it is apparen t th a t a 
num ber of key a ttribu tes have been identified th a t app ly  to the successful 
teaching of all m inority  groups. Regardless of w hether the m inority g ro u p  is 
First N ations, A frican-A m erican, deaf, language-deficit, Latino, urban, o r
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rural-A laskan, there  are certain attributes tha t a teacher, foreign to the culture of 
the students, can develop  and  should possess to enhance the chances of success 
of these students. These attributes include
1. bu ild ing  relationships. The teacher develops a relationship w ith  the 
student by gain ing  an  understand ing  of the stu d en t's  culture and  com m unity, 
and by com prehend ing  the studen t's  developm ental learning needs (Brendtro, 
Brokenleg, and Van Bockem. 1990; Schlosser, 1992; G rant, 1989; Ladson-Billings, 
1994;, Grant and Gillespie. 1993).
2. the teaching  of m orality. M orality is the act of caring, bu ild ing  trust, and 
encouraging ch ild ren  to grow  and become the best that they can be. M orality is a 
necessary com ponen t of a teacher's repertoire in  help ing  students succeed 
(Om stein, 1995; L ow m an, 1996; Campbell, 1991).
3. teacher p reparation . To be effective, teachers need to be appropria te ly  
trained in w ork ing  w ith  the m inority student, including First N ations studen ts 
(Zeichner & M elnick, 1996; Scherer, 1996; Haberman. 1995a).
4. classroom  pedagogy. The classroom  pedagogy used by teachers needs 
to reflect and  parallel the traditional m ethods of teaching w ithin the m inority  
com m unity (K napp, T um bill, & Shields, 1990; Craig, 1992; Rhodes, 1988).
To better u n d ers tan d  the attributes, how  they are applied  during  the learn ing  
process, and  their im portance in the educational success of m inority studen ts 
and, specifically, F irst N ations students, each a ttribu te  will be exam ined 
separately in the follow ing section.
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Attributes of Exem plary Teachers
Building Relationships
The developm ent of relationships has been identified as central to the 
teacher success in w orking  with m inority students. Brendtro, Brokenleg, and  Van 
Bockem (1990), in  discussing how First N ations students can be reclaim ed back 
into society, m ain tain  that "relationships are real. They exist in the intim ate 
spaces of our lives, w hen we narrow  the distance betw een ourselves an d  others" 
(p. 29). W hile the teacher's relationship to the studen ts is of param oun t 
im portance, the relationships built betw een the studen ts ' families and  the 
students ' com m unity  are also influential in the educational success of students. 
Schlosser (1992) indicates that two types of know ledge are essential in the 
developm ent of strong  relationships: generic or cultural knowledge, and  
knowledge abou t s tu d en ts ' developm ental needs. As both types of know ledge 
play a different and  significant role, there is a need to examine each of them  
separately.
C ultural K now ledge. Regardless of the studen t's  ethnic background, 
Schlosser (1992) indicates that "high im pact" (p. 136) teachers take specific steps 
to understand  the cultural background of studen ts by narrow ing the distance 
betw een them selves and  the students. This in tu rn  prom otes feelings of 
belonging and acceptance. In terms of First N ations students, B rendtro et al.
(1990) talk about seeking deeper relationships by searching for harm ony.
For teachers of African-American students, Ladson-Billings (1994) defines 
cultural know ledge as being culturally congruent: "This notion of cultural 
congruence is m ean t to signify the ways in w hich the teachers altered their 
speech patterns, com m unication styles, and participation structures to resem ble
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m ore closely those of the students ' ow n cultu re" (p. 16). Sim ilarly, Pease-Alvarez, 
Garcia, and  E spinosa (1991) indicate th a t effective instruction of 
language-m inority  children utilizes instructional strategies that bu ild  on 
interaction p a tte rn s from  the culture of the student.
In w riting  ab o u t teachers of First N ations students, G ran t and  Gillespie 
(1993) suggest th a t "good teachers m ake serious attem pts to learn  about the 
com m unity they  serve and to adap t their behaviors in order to create congruence 
for the learners" (p. 31). G rant and  Gillespie encourage non-N ative teachers to 
cash in on the cu ltu ral capital that their studen ts bring to school. They suggest 
that teachers w ith  radically different backgrounds need to becom e active in the 
life of the First N ations com m unity and  in  their students ' environm ent. Teachers 
need to be m ore aw are of their ow n nonverbal cues and need to ensure  that these 
cues becom e m ore consistent w ith  the com m unity  norms. Furtherm ore, G rant 
and Gillespie w a rn  that if non-First N ations teachers are educated  according to 
the perspective of m ainstream  society they  m ay be unaw are of o ther equally 
valid perspectives. To overcom e this, G ran t and Gillespie advocate tha t teachers 
learn the h istory  and  culture of their F irst N ations students and  develop a good 
com m unity ne tw ork  of educational support. They sum m arize their findings by 
stating that "if N ative  students know  th a t their role in the classroom  is respected 
and culturally consistent, they will develop the academic com petence to 
participate successfully in the m ainstream  curriculum " (p. 41).
In add ition , T harp  and Yamauchi (1994) indicate that educational 
problem s develop  because of the m isfit betw een the informal teaching and 
learning processes of non-w estern m inorities, and  the formal teaching and 
learning of the typical classroom. For instance, the materials m ost often used in
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the classroom  are based  on the experiences of the m ajority cu ltu re  and  m ay not 
seem  relevant to all of the children. Teachers m ust become aw are that, in  the 
First N ations culture, the children are allow ed m uch autonom y over their ow n 
behavior, especially w ith  respect to learning. First N ations ch ild ren  "are not 
accustom ed to being  controlled, reprim anded , or punished" (p. 12).
Traditionally, m ost of the reinforcem ent tha t a First Nations child receives comes 
indirectly from  ad u lts  through conversation and  story  telling. Likewise, Brendtro 
et al. (1990) found  th a t "in place of rew ard  and  punishm ents [w hen teaching 
their children First N ations adults traditionally  used] . . .  m odeling, group  
influence, discussion, an d  positive expectations" (p. 43).
Successful u rb an  teachers need to be w illing to learn about the cultures of 
their studen ts and  to then  use that inform ation in the classroom. G ran t (1989) 
w arns that, by no t learn ing  the cultures of their students, teachers m ay 
unconsciously be d o in g  m ore harm , extending  the cycle of poverty  and  low  
achievem ent. The curricu lum , Grant urges, m ust no t only be relevant to the life 
of the studen t, b u t m u st also provide a range of possibilities for the  future. 
Reflecting this com m ent, Porter and  Brophy (1988), in their synthesis on good 
teaching, offer this sum m ary: "Good teachers ad ap t instruction to the needs of 
the students and  the situation rather than  rig idly  following fixed scrip ts" (p. 75). 
Porter and Brophy indicate that effective instruction requires the teacher to not 
only be aw are of the subject m atter, but to also be aw are of the conceptions that 
their students b ring  to the classroom that can interfere with their learning.
The im portance that successful teachers place on their relationsh ips w ith  
others is echoed by Borich (1993), who identifies six characteristics of effective 
teachers, and  stresses tha t successful teachers get to know  the interests, abilities,
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learning styles, an d  the individual strengths and  weaknesses of their students. 
He supports this by sta ting  that successful teachers
allow  them selves to be seen as friends by their students, creating a 
context for a relationship in w hich learning can occur. This relationship 
defines th a t critical point in the learning curve in which a s tu d en t's  heart 
m ust be opened  to a relationship before the m ind can be opened  to 
learning. W ithout a genuine relationship betw een studen t an d  teacher, 
classroom s will increasingly be filled w ith  students who rem ain  passive 
and uncom m itted  to their future, (p. 124)
These findings coincide w ith  the works of H irs t (1987), Lowman (1996), and  
Rhodes (1994) w hich  indicate that to be successful w ith their studen ts, educators 
need to bu ild  in terpersonal relationships w ith  students. These researchers 
suggest that s tu d e n t achievem ent will im prove as a result of incorporating the 
local language, values, and  culture into educational program s. In learning about 
the s tuden ts ' env ironm ents, teachers give the m essage that they care.
Taking this concept further, Cam pbell (1991) reports that teachers, w ho 
are successful in  teaching aboriginal students, need to exhibit life-long learning 
by allow ing the s tu d en ts  to educate the teacher about themselves, their families, 
their com m unities, their cultures and histories, and, m ore im portantly , about 
how they perceive the  w orld . Campbell stipu lates that the subject m atter should 
initially stem  from  the areas that the studen ts know  best and then expand  to 
include other cu ltu res, traditions, and com m unities. Furtherm ore, M cDiarm id, 
Klienfeld, and  P a rre tt (1988) m aintain that w hile  the teachers w ork in the school, 
they should  live in  the First Nations com m unity. Their effectiveness in the school
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setting depends, in p a rt, on their success in dealing  w ith relationships and  events 
in the com m unity.
C autioning teachers to not impose their ow n cultural prem ises on their 
students, Singer (1996) d raw s a comparison betw een the urban teacher and the 
African-Am erican teacher regarding their relationships w ith their studen ts and 
points ou t a num ber o f similarities. He finds tha t neither group of teachers could 
achieve any of their classroom  goals if they rejected w ho the students are by not 
including their hom e culture in the classroom  curriculum . Singer indicates that 
"teachers need to s ta rt from  where the studen ts are and not impose cultural 
assum ptions that are based  on  experiences w ith  m iddle-class white students 
from  professional fam ilies that enter school w ith  a different level of cultural 
capital" (p. 5).
A dults w ork ing  w ith  Native children can help strengthen a child 's ability 
to deal w ith  difficult p roblem s in three w ays (Gale, 1990). First, the youth  needs 
to be a contributing, significant member of a family. A dults working w ith a 
youth  are m ore successful if they rem ember to constantly  view the child as part 
of a family, a tribe, a n d  a com m unity. There is a  necessity for the adu lt to include 
aspects of the child 's fam ily in the discussion process. Second, the youth  needs to 
have positive self-esteem . The educator could accom plish this by incorporating 
group activities that parallel the tribal values of w orking  together and  caring for 
one another. Finally, there  is a need for the you th  to develop an on-going 
m eaningful relationship  w ith  a significant adult. The teacher m ust realize that, 
the developm ent of th is relationship takes tim e, because First Nations studen ts 
feel disloyal relating to an  ad u lt who is an outsider. The outsider m ust be 
patience and  realize th a t First Nations children are reluctant to reveal personal
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problem s because they have been b ro u g h t up  w ith  a strong belief th a t they are 
capable of find ing  their ow n solutions. In gain ing  an understand ing  of the long- 
suffering of the N ative  culture, the teacher better understands w hy these youth  
are reluctant to seek intervention.
Gale (1990) asserts that the ensu ing  trust, w hich develops th rough  
increased cu ltu ral know ledge, will m inim ize the differences betw een the adu lts 
and children. "T he m ore similarities the a d u lt shares w ith the child, the  better . . .  
w hatever the particu lar situation, the m ore an a d u lt m ight share in his 
background w ith  a  child, the easier it is to  b ridge trust" (p. 18).
In sum m ary , to successfully w ork  w ith  First N ations studen ts teachers 
m ust bu ild  relationsh ips by  becom ing cultu rally  know ledgeable abou t their 
students, and  the com m unity  in which their studen ts live. This know ledge can be 
gained by living in  the com m unity itself (Cam pbell, 1991) or by spend ing  time in 
the First N ations com m unity  interacting w ith  the  people. This interaction could 
include a ttend ing  the First Nations trad itional feasts and pow  wows, 
participating in sw ea t lodge activities, or learn ing  to speak basic First N ations 
phrases. Regardless of how  more cultural know ledge is obtained, it is im portan t 
that the distance o f understand ing  betw een the teacher and  the s tuden ts  be 
narrow ed. Ideally, the teacher will value the First N ations studen ts for w ho they 
are and  will encourage those students to teach them  about their cu ltu re  and  
com m unity. The teacher w ould then incorporate  this new  learning into class 
lessons, m aking these  lessons relevant to the lives of the students. Lesson plans 
could include m aking  First Nations bannock for lunch, having First N ations 
crafts as p a rt of the a rt curriculum , centering science lessons on  the life cycle of
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salm on or land  m anagem ent, and  incorporating  the traditional h istory  of the 
First N ations peop le  and land claim  issues into social studies curriculum .
W hen p rom oting  success am ong  First N ations studen ts, cultural 
know ledge is only  one aspect of the a ttribu te  for build ing relationships that 
teachers need to consider. The teacher m ust also be aw are of the developm ental 
learning needs of m inority  students and  how  these needs can be transferred into 
w orking successfully w ith First N ations students.
K now ledge of Student's D evelopm ental Learning N eeds. As the teacher's 
know ledge of the  First Nations s tu d en ts ' environm ent increases, the teacher 
becom es m ore aw are  of the learning styles of those students (G rant & Gillespie, 
1993). G rant an d  Gillespie discovered that, traditionally, N atives view  their 
children as com plete beings w ho are in  charge of their ow n developm ent and 
believe that this developm ent is not to be m anipulated  by adu lts. Effective 
teachers, know ledgeable about this trad ition , use a whole language approach to 
teaching: an  app roach  which em phasizes learning the entire bo d y  of know ledge 
as a com plete process and  not as separate, sm all segm ents of inform ation. This 
whole language approach, which is consistent w ith  Native trad itions for 
learning, in tegrates shared  learning betw een the teacher and  the students, allows 
the students to experience activities ra ther than  sim ply being to ld  abou t them, 
and ties together their life experiences, sp iritua l beliefs and  social values (p. 35). 
The w hole language approach allowrs for the recognition of N ative heritage by 
incorporating the use of concrete m aterials and  shared experiences into the 
program , and  by  bu ild ing  on the s tu d en t's  p rio r knowledge. G ran t and  Gillespie 
stipulate that the know ledgeable teacher involves students by using  the 
cooperative learn ing  m odel. This m odel, w hich  allows for know ledge to be
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passed on th rough  im itation and observation, is harm onious w ith  m any of the 
N ative traditions for learning and  teaching.
Young N atives utilize the tools of observation and playful im itation to 
learn from  their parents, siblings, and  elders (Kaulback, 1984). C azdon and John 
(cited in Russell, 1993) called this learning style "learning th rough  looking": The 
children w atch  w hat others are doing  until they feel at ease enough to imitate 
w hat they have seen. Self-motivation and  curiosity are seen as im portant 
elem ents in  the learning of specific N ative cultural behaviors, such as 
com m unicating w ith  elders, respect for elders, understanding fam ily bonds, and 
build ing  relationships (Wilson, 1993).
C u ltural m ores are accum ulated by observing and practicing the skills 
taught by  paren ts  and other relatives. The child identifies w ith  parents, 
g randparen ts, and  elders as traditional m odels who serve to lay the groundw ork  
for later acquisition of knowledge and  skill. Children have the freedom  to 
explore their natural surroundings, developing into self-dependent learners; this 
self-dependency deters children from  form ulating a restrictive dependency on 
any one m em ber of the extended fam ily (M arcuzzi, 1986).
Pease-A lvarea, Garcia, and Espinosa (1991) em phasize that the 
developm ental needs of minority studen ts can best be discovered by teachers 
who becom e m ore knowledgeable abou t the students' environm ent. 
Pedagogically, these effective teachers focus on w hat is m eaningful to the 
children th rough  a thematic curriculum  approach, incorporating a curriculum  
that concentrates on being holistic and  experiential rather than  being 
skills-oriented. These teachers encourage collaborative/cooperative interactions 
am ong students. A good portion of the class time is organized around  a series of
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active learn ing  activities that the children pursue either independen tly  or in 
sm all, heterogeneous groups.
A ccording to Lazarus (1982), cooperation and harm ony  are  valued in the 
N ative belief systems. Generosity a n d  sharing are im portant, an d  people are 
apprecia ted  for their contributions to the extended family and  to the com m unity. 
M ost o f the responsibilities and  jobs that a Native child does a t hom e and in the 
com m unity  are done interactively a n d  cooperatively, to the benefit of the 
ex tended  fam ily (Sindell, cited in Russell, 1993). W orking as an  interactive group 
in the harvesting  of fish, game, and  w ild  berries, and in the sharing  of foods, is a 
trad ition  tha t is still carried on today. Sindell (cited in Russell, 1993) explains that 
N ative ch ild ren  observe the cooperation and  the generosity o f sharing  am ong the 
com m unity , particularly w ithin the extended family, and  they  are active 
partic ipan ts in these procedures.
W hen looking at effective instructional conversation in  N ative classrooms, 
Tharp an d  Yamauchi (1994) identified two areas of developm ent that, w hen used 
properly , enhance First Nations s tu d en t learning: sociolinguistics and  cognition. 
Sociolinguistics includes being aw are of cultural differences th a t im pact 
teacher-student com m unication patterns, such as allowing an appropria te  
w ait-tim e for students to think about a question, establish a response, and  give 
an answ er. Insufficient wait-tim e can cause reduced studen t participation  and 
increased teacher frustration. To allow  for m ore student participation , effective 
A thabaskan teachers have learned to spend  less time speaking and  m ore time 
listening. Sim ilarly, eye contact and  the volum e of one's voice have significantly 
d ifferent m eanings in the N ative culture. N ot m aking eye contact is a  w ay  of 
show ing respect while, in the predom inately  western culture, it can represent
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disrespect. The volum e of voice, a t w hich a teacher addresses a class, m ay be 
perceived as loud and angry w ith  one culture bu t quite acceptable by  another. 
The know ledgeable teacher u n d ers tan d s these differences an d  incorporates them  
successfully into the classroom setting.
T harp  and Yamauchi (1994) m aintain  that cognition, their second area of 
developm ent, occurs w hen teachers em phasize visual ra ther than  verbal teaching 
and w hen  situations are approached  holistically rather than  analytically. The 
incorporation of holistic, visual, o r bo th  elements into lessons tends to make 
them  m ore  interesting and engaging. T harp and Yamauchi indicate that 
instructional conversation w ith these children is m axim ized by  using  visual aids, 
conducting  dem onstrations, and  w riting  m any w ords on the blackboard.
A differentiation betw een the conventional w isdom  an d  an alternative 
approach to sequencing m aterials an d  integrating challenge into the curriculum  
was identified  by Knapp, Turnbill an d  Shields (1990). Teachers using  
conventional thinking tend to break learn ing  into fixed sequences of discrete 
skills, beginning  w ith  the sim plest an d  w orking tow ard the m ore complex. They 
typically em phasize m astery of skills by linear progression th rough  a sequence. 
Knapp et al. m aintain that conventional thinking underestim ates a s tuden t's  
capabilities, postpones the m ore challenging and interesting w ork  for too long, 
and  fails to p rovide a context for learn ing  or for m eaningfully using  the skills 
that are taught. They recom m end tha t there needs to be a balance of skill 
learning betw een novel and com plex tasks; a context for learn ing  th a t establishes 
clear reasons for needing to leam  and  one that helps studen ts relate one skill to 
another; and  an elim ination of the redundancies in the curriculum . K napp et al. 
claim that classroom  grouping should  be heterogeneous in n a tu re  rather than
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placing low -achieving studen ts in one group separate from  those w ho do better. 
If studen ts  are to receive supp lem entary  assistance, it shou ld  be provided on an 
ad hoc basis rather than th rough  long-term  arrangem ents and , w hen this 
assistance is provided to a s tuden t, it should be in tegrated  as m uch as possible 
into m ainstream  classroom activities.
W hen exam ining the litera tu re  on building relationships w ith  students 
and how  it relates to studen t developm ent, it becomes clear that teachers need to 
becom e aw are  of the traditional teaching and learning m ethods of the 
com m unity in which these stu d en ts  live. There appears to be consensus am ong 
the researchers that, for First N ations students, these trad itional m ethods include 
a holistic approach  to teaching. H olistic teaching incorporates the traditional 
m ethods of s tuden t observation, self-motivation, and  curiosity. Teachers who are 
successful in  w orking w ith First N ations students w ould  be expected to 
concentrate on a thematic curricu lum  approach w ith  less em phasis on 
skills-oriented type lessons. As such, lessons w ould parallel the traditional First 
N ations beliefs in cooperation, sharing , and  inquisitive exploration. In learning 
about the s tu d en ts ' environm ents, the inform ed teacher is better able to balance 
the sociolinquistic and cognitive differences betw een their ow n culture and that 
of their F irst N ations students.
In sum m ary , the current literature on building relationships w ith students 
stresses several vital strategies such as being culturally congruent, m atching 
teaching strategies to student learn ing  styles, exhibiting life-long learning, and 
involving the  fam ily and the com m unity  in the child 's learn ing  process.
How ever, questions still rem ain on  w hat teachers of successful First Nations 
students specifically do to becom e culturally  congruent, fam iliar w ith their
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studen ts ' learning styles, better able to match their teaching strategies 
appropriately  to studen ts, and  able to be catalysts for involving family and 
com m unity m em bers in the learning process. Further inquiries should include 
looking into the following: w hether each of these strategies are com pleted 
independently  or w hether they are applied in an  in tegrated  m anner, w hether 
there is a specific order to im plem enting these strategies, and  w hether some of 
these strategies are m ore im portan t than others. The p resen t literature, 
concentrating on the b road  concepts, fails to add ress these questions.
The Teaching of M orality
The literature show s that another central a ttribu te  identifying the 
exem plary teacher is the exhibition of a m oral d im ension  to teaching. This is 
reflected by O m stein (1995):
We need only to rem em ber that our greatest teachers of the past - Moses, 
Jesus, and  Confucius - and  our great teachers of the tw entieth century - 
M ohandas G andhi find M artin Luther King, Jr. - com bined the pursu it of 
truth, kindness, a n d  caring attitudes w ith  their teaching, (p. 39)
O rnstein  suggests that a tten tion  needs to be paid  to w hat teachers do in the w ay 
they support and  care for children, in the way they bu ild  tru st and m utual 
respect, and in the w ay they  engage and encourage children to grow and becom e 
the best they can be.
Supporting this perspective, Haberm an (1995b) refers to this moral 
d im ension as the "professional versus the personal orientation to students" (p. 
780). H aberm an (1995c) sta tes that the exemplary teacher is sensitive and aw are, 
using w ords like "caring, respect, and  trust" (p. 54) to describe their actions. 
Furtherm ore, H aberm an explains that the trust tha t exem plary teachers build
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w ith children enables them  to serve as successful m odels, "not exploiting their 
w arm  and  close re la tionsh ip" (p. 56), bu t sh ifting  the need that a child has from  
the rew ards of a caring  adu lt to the child 's ow n  intrinsic satisfaction.
This topic is fu rther developed by L ow m an (1996) who presents a 
tw o-dim ensional m odel of effective college instructors. The dim ension 
representing the m oral aspect of teaching, described  as "interpersonal concerns" 
and "effective m otivation", is situated second in  im portance behind the 
dim ension of "in tellectual excitem ent" (p. 37). This m oral dim ension involves 
such aspects of teach ing  as concern, care, friendliness, approachability, respect, 
and  encouragem ent. Sim ilarly, M arshall (1996) recognizes that good teachers 
possess three core qualities: knowledge, the ab ility  to convey to students an  
understand ing  of th a t know ledge, and  the ability  to m ake the m aterial 
interesting and  re levan t to the students. H ow ever, a fourth quality exists tha t 
com plem ents the p rev ious three: "Good teachers have a deep-seated concern and  
respect for the s tu d en ts  in the classroom" (p. 3).
W hen teaching First Nations students, C am pbell (1991) states, "W e need 
to genuinely care for them  and  realize that teaching  involves m ore than  m erely 
the transfer of in form ation" (p. 5). Cam pbell su p p o rts  this by explaining th a t the 
studen ts ' scholastic success depends upon  their self-concept and  self-esteem ; the 
students need to feel good  about them selves to do  w ell in school. Brendtro et al. 
(1990) claim that "fostering  self esteem  is a p rim ary  goal in socializing norm al 
children. . .  . W ithout a  sense of self w orth, a y o u n g  person  from any culture or 
family background is vulnerable to a host of social, psychological and  learn ing  
problem s" (p. 35).
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L uftw ig (1982) indicates that there are  m any  self-esteem  build ing  
techniques th a t fail w ith  Native studen ts because these techniques are based on 
Anglo behav io r pa tterns such as self-praise, teacher praise, popularity , self-pride, 
com petition, personal property, and  verbalism . These are in  d irect conflict w ith 
the Native value  system  of cooperation, sha red  property , and  reticence. Luftw ig 
concludes th a t those w ho work w ith  N ative studen ts need to understand  the 
Native cu ltu re  thoroughly. Supporting this concept, M erridy  (1994) cautions that 
perceptions a n d  priorities of w hat is im portan t are predom inately  culturally 
based. He p o in ts  ou t that while one culture suppo rts  the im portance of the 
feeling side of school, another culture m ay su p p o rt the im portance of the task 
side of school. In addition , M erridy suggests th a t w hat one cu ltu re  sees as m oral, 
another cu ltu re  m ay not. Therefore, non-N ative teachers instructing  Native 
students m ay th ink  that w hat they are doing  is m oral but, by no t understand ing  
the culture, they  are, in fact, doing an im m oral act. Brendtro e t al. (1990) state 
that
m issionaries and  educators set ou t to 'c iv ilize ' their y o ung  'savages' w ith 
an unquestioned  belief in the superiority  of W estern approaches to child 
care. Typically, children w ere rem oved from  families an d  placed in 
m ilitaristic schools. Forbidden to use their ow n language u n d er penalty of 
severe w h ipp ings, their supposedly  inferior Indian iden tity  w as 
deliberately  stripped  away. G enerations o f such cultural in trusion  have 
left deep  scars of alienation on Indian ch ild ren  and  families, (pp. 34-35)
In sum m ary , the literature indicates th a t studen t success is contingent 
upon  the practices of m oral teaching. It also cautions that w hen  teachers are 
foreign to the s tu d e n ts ' culture they m ust be aw are  that w hat their culture
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believes to be  m oral m ay, in fact, be in conflict w ith the m oral beliefs of the 
studen t's  cu lture. Yet, the literature does no t address how the m oral beliefs of the 
successful teacher are aligned w ith those of the First Nations students. This 
problem  becom es m agnified w hen the teachers, having grow n up in  the 
dom inant cu lture, fail to adjust their beliefs to that of the subord inate  culture. 
Further research is need to exam ined the process that star teachers go  th rough  in 
determ ining w hich  m oral aspects are appropria te  to teach, how  they learn  w hat 
the cultural beliefs of their students are, an d  w hat teaching techniques they  use 
to reinforce these beliefs. Finally, the indiv idual, m oral beliefs of each participan t 
were exam ined to discover if any consistencies exist am ong their beliefs and  their 
practices.
Teacher Preparation
Realizing that teachers who possess a greater knowledge abou t the 
studen ts ' hom e lives, cultural backgrounds, and  developm ental needs are m ore 
successful w ith  their students, teacher p reparation  institutes are now  adjusting  
their p rogram s to im pact upon this know ledge for prospective s tu d en t teachers. 
These ad justm ents vary from course w ork w hich specifically exam ines the 
educational needs of First Nations students to the actual placem ent of s tu d en t 
teachers into First N ations com m unities for their teaching practicum s.
C ultural im m ersion program s, in w hich prospective teachers go and  live 
in the stu d en ts ' com m unities while doing their studen t teaching, are repo rted  by 
Zeichner and M elnick (1996) as doing a good job in preparing future teachers for 
the diversity they  will find in the classroom . The prem ise is the sam e in  the three 
com m unity im m ersion program s that w ere studied: Indiana U niversity 's 
Am erican Ind ian  Project, The University of A laska-Fairbanks' "Teacher for
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Alaska" Program , and The Urban E ducation Program  for the Associated 
Colleges of the M idw est. S tudent teachers w ere required to spend  an  intensive 
year living, study ing , and  teaching in a  m ulti-racial and econom ically-diverse 
com m unity. S tuden t teachers w ere requ ired  to participate in activities outside of 
school even if they  had  to live on reservations, travel to rem ote rural 
com m unities, o r m ove to an urban setting. By participating in social events, 
being in troduced  to the traditional w ays by  village elders, and  becom ing fam iliar 
w ith how  social assistance program s w ork, the student teachers gained an 
increase in the know ledge and understand ing  of diverse cultures. Z eichner and 
Melnick (1996) m aintain , "W e're asking our prospective teachers to m ake 
changes that can 't be achieved through m ere course work. A nd we teacher 
educators are responsible for addressing  these shortcom ings" (p. 2).
H aberm an (1995a) offers five evaluation  guidelines for teacher education 
program s that m aintain  that they are p reparing  teachers to w ork w ith  children in 
poverty:
1. Those adm itted  to a program  o f teacher education are selected on 
criteria w hich  predict subsequent effectiveness with c h ild ren /y o u th  of 
low-incom e and  cultural diversity.
2. The educators of teachers are recognized as effective and  curren t 
teacher practitioners in schools serv ing  poverty  ch ild ren /you th .
3. The content of the program  offered is essentially derived from  craft 
experience, supported  by relevant research, theory, and expert opinion.
4. The essential process of teacher education  involves on-site coaching by 
an effective classroom  teacher.
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5. The quality  of program s as determ ined  by the above guidelines is 
supp lem en ted  by analyses of the behavior of the beginning teachers and  
the learn ing  of pupils in their classes. C hildren 's learning sh o u ld  include, 
bu t not be lim ited to, standard ized  test scores, (p. 42)
H aberm an m aintains that while m ost of these guidelines can not be found  in 
traditional university-based teacher p repara tion  program s, som e alternative  and 
cooperative p rog ram s are opening up  to accom plish this task.
Supporting  this idea, Scherer (1996) takes the notion of teacher train ing  a 
step further by recom m ending that teacher train ing institutes shou ld  be 
com m unity-based: residing in the place w here  the work needs to be done  (p. 51). 
Scherer m aintains tha t prospective teachers need to observe the child  as a w hole 
and have an u nders tand ing  on how  the total environm ent shapes each  child.
This can be accom plished if teacher tra in ing  program s go beyond m ethodology  
and shift tow ard  help ing  educators develop  into continual learners. The 
developm ent of teachers is not term inal: O nce the teacher qualification courses 
are com pleted, teachers still need to continue to study  and to grow  as educators.
A less researched area of teacher tra in ing  for helping m inority  stu d en ts  is 
that of staff developm ent. Abi-Nader (1991) states that to m otivate an d  inspire 
students, a staff m u st continually search for "culturally responsive stra teg ies" (p. 
549). She indicates that the context of a school is affected by the cu ltu ral 
differences w ithin  it and  that a goal for the  staff should  be to increase its 
aw areness of those differences. A bi-N ader m aintains that this aw areness is 
cultivated th rough  teachers having the freedom  to study, reflect, and  act. The 
study  aspect needs to provide an opportun ity  for teachers to becom e m ore  
directly involved w ith  the hom e com m unities of their students, no t ju s t to
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provide the oppo rtun ity  to examine the academ ic facet of cultural differences. 
Reflection requires tha t teachers be p rov ided  w ith  the time to analyze an d  to 
share their experiences of w orking and living in a m ulti-cultural environm ent. 
Action em phasizes that teachers need the freedom  to collaboratively develop 
curricu lum  and  strategies that best m eet the needs of their culturally d iverse 
com m unity.
In sum m ary, the literature suggests that, a t the very least, teachers 
desiring to w ork  w ith  m inority students shou ld  do their practicum  teaching 
w ithin the s tu d en ts ' com m unity and, if possible, live w ithin the com m unity 
itself. The literature does no t address w hat com ponents of the teacher train ing 
program s p repare  them  to be exem plary teachers, or how  their involvem ent in 
the com m unity im pacts their skill level for teaching First Nations students. 
Further inquires are  needed  to examine the specific aspects of teacher-training 
experiences that contributed  to the success of First Nations, including the extent 
to w hich they w ere involved in the First N ations com m unity, and  how  that 
involvem ent im pacted  their teaching.
Classroom  Pedagogy
K napp, T um bill, and  Shields (1990), advocating  a new direction for 
educating children of poverty, indicate that a relationship exists betw een 
classroom  m anagem ent and  academic work. T hey argue against using the 
conventional pa rad igm  of classroom m anagem ent w hich stresses establishing 
uniform  structures w ith  clear expectations an d  guidelines for everyone at the 
beginning of the year, and  that are m aintained all year. Instead, Knapp et al. 
encourage teachers to establish general ground  rules that help m aintain o rder 
early in the year b u t feel that, over time, they n eed  to base their classroom
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m anagem ent style on  a new  rationale of control, by providing in teresting and 
engaging academ ic activities, w here classroom  expectations are appropria te ly  set 
for the task a t hand , and  where students are  encouraged to excel. It w ould  no t be 
based on generic rules, rew ards, and  punishm ents.
Craig (1992) states that educators need  to "infuse the current curricu lum  
w ith the consistency, predictability, safety, and  sense of purpose that can 
accom m odate the  cognitive style of ch ildren" (p. 70). Children m ust becom e 
active participan ts in their own learning, in  an  environm ent that recognizes the 
full realities of their lives. Teachers that are  interested in the success of ch ildren  
need to in tegrate  the discover}'- of com petence into their learning environm ents. 
To ensure that ind iv idual teacher practices prom ote the student to experience 
com petency an d  not failure, lessons need to be specifically designed to m eet the 
studen ts ' needs for predictability and  consistent routines. This is accom plished 
by the teacher "beginn ing  each lesson w ith  an  anticipatory r i tu a l . . . id en tify in g ] 
a clear beginning  of the task at hand  . . .  identify[ing] the objective of the lesson 
and  its pu rpose  . . .  [using] active instruction and  m odeling . . .  m onitoring for 
understand ing  . . . [using] guided practice an d  sum m ary activities" (p. 70).
A num ber of classroom  strategies th a t the teacher could em ploy to assist 
w ith the successful teaching of N ative studen ts are outlined by Rhodes (1988).
H e cautions against w asting  studen ts ' time in class. Activities that are boring  or 
do not lead to a goal can cause boredom  and  behavior problems. The use of 
hum or in the classroom , both  by the teacher an d  students, helps keep things light 
and  positive. Test results, Rhodes cautions, shou ld  not be used to focus on 
s tuden t w eaknesses, b u t rather they should  be used to identify studen t streng ths 
and to expand these strengths into areas that need im provem ent. He indicates
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that a focus on  s tu d en t strengths creates greater success w hich in tu rn  generates 
fewer discipline problem s. Rhodes states that "the single elem ent w hich  all 
program s for N ative A m erican studen ts have  in com m on is h igh  expectations" 
(p. 197) and  that teachers need to guard  against sloppy w ork by  m odeling  and 
expecting excellence from  the students. H e suggests that a teacher needs to be a 
researcher and  needs to study  the studen ts to discover w hat w orks: The things 
that do not w ork m u st be changed. This w ou ld  no t only provide for better 
teaching b u t w ou ld  also serve as a m odel for studen ts to becom e researchers 
themselves. Finally, R hodes em phasizes th a t it is im portant to have fun  an d  that 
keeping the a tm osphere  light creates a be tter learning environm ent for everyone, 
including the teacher.
Borich (1993) characterizes effective teachers as long-term  p lanners and 
thinkers. H e believes tha t by  creating a vision, beginning w ith the end  in m ind, 
allows effective teachers to w ithstand im m ediate  discom fort because they  know  
w here they are going. Regardless of w hether it is a desired change in behavior, 
the proper use of a calculator, or a short-term  or a long-term  goal, the vision 
provides the effective teacher w ith a purpose: a picture of the successes.
A classroom  tha t em phasizes learn ing  and  progress over perform ance and 
ability is the key to successful learning (A lderm an, 1990). By transform ing  
studen t and  teacher errors into teachable m om ents, the teacher em phasizes that 
errors do not indicate a lack of ability, b u t convey that errors are a na tu ra l p a rt of 
the learning process. A lderm an contends th a t all students, especially 
low-achievers, need  opportun ities to correct errors and  to relearn concepts in a 
supportive, non-th rea ten ing  environm ent. H e states, "W hen w e help  s tu d en ts  
take responsibility for their learning, w e have taken a giant step in p rom oting
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m otivational equality  in the classroom. This type of m otivational in terven tion  
takes tim e and  patience; ou r focus is in progress, no t m iracles" (p. 30). 
Supporting this, C anfield (1990) sees m istakes as opportun ities th a t can be 
turned  to the s tu d e n t's  advantage. M istakes, both  positive and  negative, w hen 
accepted as p a rt o f the  learning process, are  then  view ed as ano ther factor that 
facilitates s tu d en t grow th.
Im plem enting  the Pedagogy. W hile p rom oting  a "service learn ing  
pedagogy" (p. 1), A llam  (1994) em phasizes tha t teachers need a w ide repertoire 
of teaching strategies tha t address a variety o f s tuden t learning styles and  w hich 
m ake "education  relevan t to a diverse popu lation  of learners" (p. 2). Such a 
pedagogy w ould  have teachers acting as facilitators and bu ild ing  dem ocratic 
classroom s in w hich  studen ts are actively em pow ered  "to im prove their ow n 
lives and the lives of o thers" (p. 3). Craig (1992) also prom otes the active 
involvem ent of s tu d en ts  in the classroom  by p rov id ing  them  w ith  opportun ities 
tha t m ay not be available to them  at home.
Similarly, Singer (1996) advocates for a constructivist m odel o f instruction 
w hich w ould bu ild  on  w hat the students already  know  and w ould  em pow er 
them  w ithin the classroom  com m unity. T aking this further, K napp e t al. (1990) 
call on teachers to offer instruction balanced betw een  skill learning an d  the 
in troduction of novel and  complex tasks. They stress that teachers need  to 
influence s tuden t a ttitudes and  beliefs about the  academ ic content areas, an d  not 
only about the skills and  know ledge aspects. K napp et al. m aintain tha t this can 
be accom plished w ith  a balance betw een teacher-directed teaching and  
student-d irected  learning.
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H aberm an  and Q uinn (1986) em phasize that the education system  should 
“stop trying to force disruptive kids to adap t to your schools, and ad ap t your 
schools to the needs of the kids instead" (p. 45). Since delinquent you th  tend to 
grasp single concepts m ore readily, effective teachers organize their lessons into 
short units, thus allow ing these students greater opportunities for success. 
Students m ust then  display competency in each un it before m oving on to the 
next. To help studen ts accomplish this, teachers need to move aw ay from  
lecturing and optim ize the use of dem onstrations. H aberm an (1992) refers to 
teaching as a craft w here the dem onstration of proficiency is m ore im portan t 
than “m erely know ing, thinking or feeling abou t things w ithout hav ing  to do 
som ething" (p. 127), and  where the prim ary focus relies on experience and 
practice, and  less on learning formulas.
A lderm an (1990) found that, after a failure, low-achieving studen ts 
expend less effort to im prove while high-achieving students increased their 
effort, looking for better strategies to ensure success. To change this situation for 
the low-achievers, teachers m ust have the confidence in their ow n abilities to 
influence and  to m otivate, letting the students know  they expect them  to leam  
and teaching them  the skills necessary for success. Porter and Brophy (1988) 
em phasize that this is best accomplished by good teachers w hen they reflect on 
the feedback perta in ing  to their classroom instruction. In turn, this reflection 
drives good teachers to increase their professional knowledge w hich results in 
better instruction to students. Porter and  Brophy m aintain that effective 
instruction occurs w hen students are provided  w ith  the strategies to m onitor 
their ow n learning, the ability to reflect upon the outcom es, and the know ledge
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on how  to im prove. These are skills that good teachers m odel in a ttem pts to 
im prove their ow n classroom  skills.
W hile researching the culture of the classroom , O 'Shanassy (1996) 
outlined several characteristics w hich assure  that quality learning takes place for 
all students. O ne characteristic is m odeling how  to complete tasks an d  
dem onstra ting  appropria te  behavior (p. 2). This includes dem onstra ting  how  to 
learn from  m istakes, preparing to assist s tuden ts w ho struggle w ith  concepts, 
and  e lim inating the concept of failure by utilizing open-ended problem s. 
A nother characteristic is that the teacher m otivates, em pow ers, and  trusts 
students (p. 3): Teachers rem ain focused an d  never lose sight of the p u rp o se  of 
the lesson, ensuring  that all students have the sam e conceptual understand ing . 
A llowing unsuccessful students inpu t in w h a t their learning m aterials should  be 
and how  those m aterials are to be used, leads to m ore successful educational 
program s (Taff, 1990).
Sternberg, Okagaki, and  Jackson (1990) stressed that teaching practical 
intelligence can  foster student success. Practical intelligence lessons consist of 
three parts: m anag ing  themselves, m anaging tasks, and cooperation. To m anage 
themselves, s tu d en ts  are provided w ith  an  orientation of the concept to be 
taught. The concept builds on the p rior know ledge of the studen ts allow ing them  
to m anage the tasks. Cooperation exists w hen  the teacher and the studen ts w ork 
together to revisit and  then revise any incorrect conceptions that studen ts m ay 
have developed. Small group activities p rov ide  students w ith the necessary 
practice to u n d ers tan d  their new  know ledge, while integrated activities 
encourage stu d en ts  to apply  this know ledge to their ow n lives. B rendtro et al.
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(1990) state th a t traditional Native educational practices em phasized the  
following:
(1) significance w as nurtu red  in a cu ltural milieu that celebrated the 
universal need  for belonging, (2) com petence was insured by guaran teed  
opportun ities for mastery, (3) pow er w as fostered by encouraging  the 
expression of independence, an d  (4) v irtue  was reflected in the 
p reem inen t value of generosity. . . .  [They] propose[d] belonging, m astery, 
independence and  generosity as the central values - the underly ing  them e 
- of positive cultures for education, (p. 35)
The lite ra tu re  im plies in order for studen ts to be successful they  m ust be 
actively engaged  in the learning process. This engagem ent is heightened  w hen 
the teacher focuses on the needs of the studen ts , provides m ore visual 
dem onstrations an d  less lecture style lessons, and  models that m istakes are 
learning opportun ities which are an acceptable p a rt of academic grow th. Further 
to this, teaching needs to take place in an  environm ent which m aintains 
consistency and  predictability, portrays a sense of purpose, and  incorporates 
safety, hum or, a n d  fun in the classroom. There appears to be som e difference of 
opinion as to w he ther learning should be broken dow n into sm aller segm ents in 
order for the s tu d en ts  to experience success, or w hether students shou ld  be 
encouraged to excel by  presenting them  w ith  m ore challenging w ork and  
expecting them  to achieve success. H ow ever, research indicates that w hich  ever 
m ethod is chosen it is clear that m aterials and  learning m ust build  up o n  p rio r 
student know ledge and  that the teacher p lays a key role in m odeling expected 
w ork habits and  behavior.
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Sum m ary
The literature identifies many facets of teaching that teachers em ploy in 
w orking successfully w ith  minority studen ts, including those of First N ations 
ancestry. It further suggests that these facets can be grouped into four 
encom passing them es or attributes: bu ild ing  relationships, the teaching of 
m orality, teacher p reparation , and classroom  pedagogy. The literature on 
building relationships indicates that in o rder for teachers to w ork successfully 
w ith First N ations stu d en ts  they need to im plem ent a holistic m ethod of teaching 
while at the sam e tim e utilizing teaching and  learning m ethods of the local 
com m unity. The lite ra tu re  makes no reference to how  this w ould take place in a 
public school classroom  containing both First N ations and non-First N ations 
students. Further, the literature is silent on how  a teacher foreign to the culture 
becomes know ledgeable enough to teach, using  the traditional m ethods. H ow  do 
they learn the subtle little differences in the culture  that only a person grow ing 
up in the culture w ou ld  know?
The teaching of m orality  parallels the sp iritual and em otional quadran ts 
that First Nations people  believe must be p resen t in a complete hum an. These 
quadrants m aintain th a t the building of tru st an d  m utual respect are key 
ingredients to becom ing a w hole being (Brendtro, Brokenleg & Van Bockem, 
1990). The problem  exists no t so much w ith  the teaching of m orality, b u t w ith the 
alignm ent betw een the  teacher's personal beliefs and  those of the First N ations 
children and  their com m unity . Proper m oral a lignm ent is necessary in 
preventing actions th a t are m oral according to the teacher's beliefs bu t are 
perceived as im m oral by  the First Nations com m unity.
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The research w ould  indicate th a t teachers w ould be successful in w orking 
with First N ations studen ts if they w ere placed on the reserve or lived in a First 
N ations com m unity  du ring  their teaching practicum s. How ever, there  are 
teachers, identified  as w orking successfully w ith  First Nations students, w ho 
received no form al teacher training on dealing w ith  First Nations studen ts and 
d id  not com plete a practicum  in a N ative com m unity. There is a need  to examine 
the early encounters of these exem plary teachers w ith First N ations com m unities 
to find any com m on traits that may have contributed to their success w ith  First 
Nations students.
It appears that teachers who actively involve First N ations studen ts in the 
process, w ho v iew  m istakes as teachable m om ents, and who utilize m ore 
hands-on dem onstra tions would be m ore successful w orking w ith these 
students. The possibility  for success is increased if this is done in an  environm ent 
that is safe for s tuden ts  to challenge the unknow n and in which a sense of fun 
and hum or are m aintained. What is uncertain  is how  the learning com ponents 
should be p resen ted . H aberm an and Q uinn  (1986) m aintain that learning 
im proves if it is p resen ted  in small segm ents to allow  for a better chance of 
success w hile Rhodes (1988) and Craig (1992) suggest that presenting the 
students w ith m ore challenging m aterials and  expecting them  to achieve will 
enhance learning. W hichever m ethod is u tilized to present the learning 
com ponents there is consensus that all learning should  build on the studen ts ' 
p rior knowledge.
In the absence of substantial research that looks specifically a t teachers 
w ho successfully w ork  w ith  First N ations students, a multi-case s tu d y  research 
m ethod w as used  to analyze the qualities that enable certain teachers who,
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against all odds, prom ote First N ations studen ts to learn m ore; act w ith  respect 
tow ard  them selves and others; and  becom e happy , successful, con tribu ting  
citizens. In do ing  so, H aberm an 's in terv iew  process was conducted a n d  used  as a 
starting  p o in t for this study. It w as felt th a t by rem aining rigorous to the  
research, specific attributes could be iden tified  in these teachers w hich  w ill 
ensure g rea te r success for First N ations studen ts , and that this finding could 
have im plications for the training, recruiting, and  hiring of teachers of First 
N ations studen ts.
C h ap te r Three provides a de ta iled  explanation of the m ethodology. 
Research d a ta  w as collected th rough  a series of interviews and  observations w ith 
each of the six participants. To assist in  p lacing the inform ation into a larger 
context, a com m on set of open-ended in terv iew  questions w as used w hich  were 
directly re la ted  to the research questions.
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C hapter Three: M ethodology 
Introduction
The literature rev iew  indicates that there are aspects o f teaching and  
certain teacher attributes th a t increase the likelihood of success for m inority  
studen ts including those o f First N ations ancestry. H aberm an (1993), th rough  a 
series of interview s and  observations, w as able to identify seven attributes of star 
teachers of u rban  studen ts living in poverty. I p roposed  to exam ine the teachings 
and beliefs of six teachers, identified  as w orking successfully w ith  First N ations 
students, to discover the un d erly in g  attributes that m ake these teachers m ore 
successful than others w hile  w ork ing  w ith First N ations studen ts.
As the present s tu d y  sets ou t to explore the processes and  dynam ics of 
practice, a qualitative m ulti-case study  approach (M erriam , 1988) was selected. In 
suppo rt of this, Stake (1995) po in ted  ou t that one of the m ajor differences 
betw een quantitative and  qualita tive  research is "the distinction betw een 
explanation and  u n ders tand ing  as the purpose of inquiry" (p. 37). Rather than  
m erely seeking a quest for explanation  and  control, qualitative researchers seek 
an understand ing  of the com plex interrelationships that exist. M erriam  (1988) 
m aintains that case study  research  is chosen when "researchers are in terested  in 
insight, discovery, and in te rp reta tion  rather than hypothesis testing" (p .10). The 
m ulti-case s tu d y  approach, by  exploring a num ber of sim ilar cases, allows for a 
greater degree of u n ders tand ing  as it allows for individual as w ell as cross-case 
analysis. Further, M erriam  w rites, "A nalyzing data in a quantita tive  m ulti-case 
study is identical to analyzing  data  in  a single qualitative case study"  (p. 155).
49
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This chapter delineates the m ethodology including  a m ethodological 
overview, the qualitative m ethods used for date  collection, the selection and  
protection of the h u m an  subjects, the data analysis, and  a sum m ary. Scherr 
(personal com m unication, July 1996) stresses that qualitative research is da ta  in 
w ords and  that the researcher is the instrum ent. S upporting  this M erriam  (1988) 
believes that the investigator is "the single m ost im portan t com ponent in 
qualitative research" (p. 122). With this in m ind, the chapter concludes w ith  a 
synopsis of the researcher's background and w ith  a sum m ary.
Methodological O verview
The presen t s tu d y  sought to discover attribu tes tha t distinguish teachers 
who successfully w ork  w ith  First Nations students. A nderson and M eyer (cited 
in Lindlof, 1995), L indlof (1995), and Strauss an d  C orbin (1990) concur that the 
purpose of qualitative research is not to analyze the data  according to statistical 
procedures norm ally associated with quantitative research m ethodology, bu t 
rather qualitative research m ethods require the analysis of the qualities of hum an  
behavior while p reserv ing  its form and content. In addition , "qualitative 
m ethods can be used  to uncover and understand  w ha t lies behind any 
phenom enon about w hich little is yet know n" (Strauss & Corbin, 1990, p. 19).
Since this s tudy  focused on patterns of h um an  though t and behavior, a 
multi-case study research approach was utilized. M erriam  (1988) indicates that 
"any and all m ethods of gathering data from testing to interview ing can be used 
in a case study" (p. 10). The present study utilizes extensive fieldwork involving 
participant observations, sem i-structured, open-ended  interviews, and  the 
exam ination of artifacts to discover the values and  beliefs that are shared by 
these teachers. Due to the sociocultural analysis of this m ulti-case study, it could
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be referred to as an "ethnographic case study" (M erriam , 1988, p. 24). Van 
M aanen (1995) indicates that it is "the e thnographer's  d irect personal contact 
w ith others that is honored  by readers as p rov id ing  a particular sound  basis for 
reliable know ledge" (p. 3). It is through an ethnographic m ulti-case study  
fram ework that the p resen t study attem pts to discover the underly ing  a ttribu tes 
that allow these six teachers to work successfully w ith  their First N ations 
students.
Validity and  Reliability
Validity, the ex ten t to which the research "is believable and tru stw orthy" 
(Merriam, 1988, p. 166), has been defined in m any w ays. For M erriam , valid ity  
exists if the findings cap tu re  w hat exists in reality. M axwell (1996) also indicates 
that validity is de term ined  by the relationship tha t exists betw een the findings 
and  the real w orld. In a different perspective, W olcott (1995) discusses valid ity  as 
the concern w ith w hether the findings match the initial in ten t of the research: 
Validity exists if the findings "m easured w hat the research purports to m easure" 
(p. 169). M arshal and  Rossm an (1989) caution that "qualitative research does not 
have the general acceptance that quantitative parad igm s enjoy, and therefore, 
more attention m ust be devoted  to a sound rationale than  w ith m ore traditional 
proposals" (p. 144).
Flowever, M axwell (1996) indicates that w hile "there are no m ethods that 
can assure you that y ou  have adequately grasped those aspects of the w orld  that 
you are studying" (p. 86), there are certain things th a t can be done to increase the 
validity of the research. M axwell indicates that w ith in  qualitative research three 
types of understand ing  exist: description, interpretation, and  theory, each of 
which has their ow n d istinct threats to its validity.
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If the researcher's da ta  for describing w h a t w as seen or heard  is inaccurate 
or incom plete, a threat to valid ity  exits. In this p resen t study, validity was 
enhanced by taping all of the  interviews, ensuring  that all field notes w ere as 
"detailed, concrete, and  chronological as possible" (Maxwell, 1996, p. 89). In 
order to ensure that the fieldw ork w as conducted in  as natural and 
non-contam inated setting as possible, the classroom s w ere visited in advance of 
any form al observations o r interview s and the teachers w ere perm itted  to select 
the time and  location of the interview.
If the researcher im poses personal m eaning to the data  by failing to 
understand  the partic ipan ts ' perspective or the m eanings they attach to their 
w ords or actions, a threat to valid  interpretation exists (Maxwell, 1996). E nsuring 
that on-site visits w ere adequate  in num ber op tim ized  the interpretative valid ity  
of this study. To give the researcher a better understand ing  of w hat w as 
observed or recorded, in terpretations were checked w ith  the participants, and  
the accuracy of the in terpretations were discussed w ith  know ledgeable 
individuals.
Theoretical validity is threatened w hen the researcher "is not collecting or 
paying attention to d iscrepan t data, or not considering alternative explanations 
or understandings of the phenom ena" (Maxwell, 1996, p. 90). The theoretical 
validity of this study  w as enhanced  by rem aining cognizant of personal biases 
and assum ptions, and  by involving the participants in all phases of the research. 
O f course, no m ethods or procedures can guarantee valid ity  unless they are 
actually used. Thorough th o u g h t and  effective im plem entation  of case study  
research strategies w ere used  to enhance tire valid ity  of this study.
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Reliability is "the extent to which one's findings can be replicated" 
(M erriam, 1988, p. 170). H ow ever, the very na tu re  of qualitative research m akes 
it difficult to duplicate the findings. Reliability can be im proved, as reported by 
Miles (cited in G uba &: Lincoln, 1981), if the researcher is "sensitive ,. . .  a 
problem  finder and  p a tte rn  c re a to r ,. . .  reconstructor of rea lities ,. .  . trustw orthy,
. . .  can engage in a bias-free observation ,. . .  has p a tie n c e ,. . .  and  control enough 
to watch ra ther than in tervene" (p. 147). In contrast to this, W olcott (1995) 
questions the em phasis p laced  on reliability by  sta ting  that "the problem  w ith 
reliability is that the rigor associated w ith it redirects attention to research 
processes rather than to research results" (p. 167). W hile rigor associated w ith  the 
process is im portan t th ro u g h o u t the research stage, in the present study  rigor to 
the research results w as m ain tained  by exposing the d a ta  to m ultiple levels of 
analysis to elicit them es and  to provide the basis for m aking interpretations.
M erriam  (1988) indicates that "reliability and  valid ity  are inextricably 
linked in the conduct of research" (p. 171). U sing M erriam 's perspective, the 
reliability of this research w as augm ented by the rigor th a t was associated w ith  
m aintaining its validity. This rigor included rem ain ing  true  to the data collection 
process, sharing  the p relim inary  findings w ith the participants, continually 
reexam ining and  debriefing th roughou t the analysis process, and using m ultiple 
levels of analysis.
Research Design
Case studies, according to Cronbach (cited in  M erriam , 1988), "take 
m eaning from  their time an d  place, and from the conceptions held by those w ho 
pose the questions and  decide how  to tabulate" (p. 1). A  multi-case study design 
was selected to learn the ind iv idual stories of w h a t the teachers do and  think that
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foster the success of their First Nations students. The exam ination of sim ilar cases 
allows for the creation of individual as well as cross-case analysis. This study  
exam ined the cu ltu ral ideas, personal beliefs, professional knowledge, and  
behaviors that help define the attributes of w h a t these teachers do. To 
accomplish this, each teacher was subjected to four observations conducted in 
the culture of their classroom  and five interview s consisting of sem i-structured, 
open-ended questions. As well, classroom artifacts w ere exam ined to su p p o rt 
w hat was said or observed.
Data Collection
Interview s a n d  classroom  observations w ere  central to this study. This 
form at perm itted  each of the six participants to reflect m ore deeply as they 
shared their story  ab o u t their life and career experiences while w orking 
successfully w ith  First N ations students. Each story  p rov ided  unique 
perspectives regard ing  the influences and challenges tha t shaped each educator's 
life and beliefs.
Seidm an (1991) explains that interview ing "prov ides access to the context 
of people's behavior and  thereby provides a w ay for researchers to understand  
the m eaning of that behavior" (p. 4). As a qualitative form  of inquiry, 
interview ing is central to the data gathering technique. According to Seidm an,
"A t the root of in -dep th  interview ing is an in terest in understand ing  the 
experiences of other people and  the m eaning they  m ake of that experience" (p.
31-
In order to seek o u t each participant's d ram a, interview s w ith questions 
that were sem i-structured and  open-ended w ere conducted  which helped 
explain w hat w as experienced and assisted in p lacing  this inform ation into a
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larger context. A com m on set of prelim inary questions based on the research 
literature w as used to fu rther extract exploration topics as they em erged through  
the interview  and  the observation  processes. Each set of five interview s w ere  
betw een forty-five to six ty  m inutes in duration  and , a t the request of the 
participants, w ere conducted  at the local school b oard  office. Each of the four 
observations w as approxim ately  an hour in length. The process began w ith  an 
interview  follow ed by a n  observation and a lterna ted  in  this m anner th roughou t 
the process. This allow ed for verification of w h a t w as said to coincide w ith  w hat 
was observed and  assisted  in  the developm ent o f the next set of interview  
questions. The in terview s an d  observations w ere  conducted betw een D ecem ber 
1998 and  June 1999. The process was delayed because I w as new  to the reg ion  
and had  to encourage the participants to develop trust.
There are m any advan tages to collecting d a ta  th rough  interview ing. 
Am ong its strengths are the following: "There is less chance of m isunderstand ing  
betw een the inquirer an d  the resp o n d en t. . . they  elicit the respondent's o w n  
frame of reference" (G uda & Lincoln, 1981, p. 187). Yet, a t the sam e time, 
Fetterm an (1989), Spradley  (1979), and W olcott (1995) caution that d iscovering 
the language is key to soliciting inform ation from  interview s. It is vital to this 
study  that the language of the participants w as unders tood  so that the true  
m eaning of w ha t w as be ing  said could be uncovered.
The first in terview  w as based on interview  questions that H aberm an used  
to identify star teachers of children in poverty. T hese questions w ere em ployed 
to determ ine w hether H aberm an 's  criteria w ould  ap p ly  to teachers w ho w ere  
successful in w orking w ith  First Nations students. This initial interview  also 
supplied  background inform ation  regarding the partic ipan ts formal educational
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process, teaching experiences, and  previous relationships w ith  F irst N ations 
students and  com m unities. The second interview  served  as a forum  to validate 
and verify the p relim inary  findings, clarify classroom  observations, and  an 
expanded u n d ers tan d in g  of each participant's un ique  experiences. It w as during  
this interview  that tw o of participants, forced by participation  in the  study  to 
examine and  clarify their beliefs m ore deeply, becam e uncom fortable and  
sensitive to the process. The th ird  and forth sets of interview s w ere  used  to 
explore m ore deeply  the topics raised and to address unansw ered  questions to 
participant statem ents o r to clarify w hat w as taking place in the classroom . The 
final interview  focused o n  the beliefs that the ind iv idual participants held 
regarding w hat a teacher could  do to increase the success rate of First N ations 
students. As well as be ing  tape-recorded, journal notes were kept of all 
interview s. These notes w ere  used  to record non-verbal inform ation that the 
participant transm itted .
Fetterm an (1989) defines participant observation  as "com bin[ing] 
participation in the lives o f the people under study  w ith  m aintenance of a 
professional distance tha t allow s adequate observation and recording  of data" (p. 
45). D uring this study , initial observations of the participan ts allow ed the 
researcher to learn the teacher's patterns of com m unication and behavior. As I 
becam e m ore fam iliar w ith  their culture, I acquired the know ledge to develop a 
m ore refined baseline concerning the m eanings of these observations. Fetterm an 
refers to the acquisition of ethnographic know ledge as beginning "w ith  a 
panoram ic view  of the com m unity , clos[ing] in to a m icroscopic focus on  details, 
and  then pan[ning] out to the  larger p icture again - b u t  this time w ith  a new  
insight into m inute deta ils" (p. 47).
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Entry Into the Population
A field-based qualitative study begins w ith obtain ing  entry into the 
population. My en try  was facilitated through m y experiences with both the First 
Nations com m unity  and  the educational com m unity. Those experiences included 
my involvem ent in the education of First N ations stu d en ts  for the past ten years. 
During this time, I w as a school-based adm inistrator of a school enrolling eighty- 
five percent First N ations students; worked for the Field Services Branch of the 
M inistry of Skills, T rain ing  and Education coordinating the educational needs 
throughout the region; observed the negotiations of Local Education A greem ents 
(LEAs) betw een the  school board and the local bands; a ttended  num erous First 
Nations cultural events; and  participated in conversations w ith  the local First 
Nations education adv iso ry  committee.
N ew  to the particu lar location of this study, m y know ledge and 
experiences gave m e an  understanding  of the universal First Nations issues and 
protocols that perm itted  me to quickly establish a level of trust. This trust was 
based on the understand ing  that I truly w anted to do w h a t w as best for First 
Nations students. M y entry into the population w as enhanced by the First 
Nations coordinator w ho was well respected in both the First Nations and 
education com m unities. Together w e spend time p rov id ing  learning resources, 
professional developm ent opportunities, and listening to the concerns of the First 
Nations com m unities.
Selection of Subjects
The selection of subjects was limited to the Nicola-Similkam een region in 
the central portion  o f the province of British Colum bia, C anada. School based 
adm inistrators and  F irst N ations education coordinators w ere asked to identify
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teachers w hom  they felt successfully w orked w ith  First N ations students. As a 
starting point, the criteria for identifying these teachers w as based on som e of 
H aberm an 's star teacher criteria: "principals rate them  highly; other teachers 
regard them  as outstanding ; central office supervisors consider them successfu l;. 
. . and they evaluate them selves as outstanding teachers" (Haberm an, 1995c, p.
1). It should  be noted th a t som e of H aberm an's sta r teacher criteria was not used  
to help in the identification process: "their studen ts score higher on standard ized  
tests; parents and  children think they are g re a t; . .  . cooperating universities 
regard them  as superior " (p. 2). However, the principals and  coordinators w ere 
free to use their ow n criteria to identify teachers. The selection process was 
supported  by staff m em bers w orking at various schools throughout the region. 
While the in ten t during  the selection process w as to exam ine school records, this 
proved inconsistent because two of the teachers tau g h t kindergarten for w hich 
no records existed, and  there w ere no com m on criteria for record keeping 
betw een schools. Due to a  lack of time to develop tru s t w ith  the First N ations 
parents and  the young age of the students, their in p u t w as no t sought during  the 
identification process.
N one of the teachers selected for this study  w ere of First Nations ancestry. 
Band schools em ployed three of the identified teachers an d  three w orked in 
public schools. Three of the teachers, two males and  one female taught the 
interm ediate grades, two female teachers taught k indergarten  and  the rem aining 
female teacher taught grade one.
To elim inate any ethical conflicts w ith the local teachers' union, 
perm ission from  that un ion 's  president was sought before teachers were asked to 
evaluate their colleagues b y  identifying them  as teachers w ho work successfully
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w ith  First N ations students. Perm ission for the teachers to participate was sough t 
from  the Superin tendent of Schools for teachers of the public system  and from  
the F irst N ations Education Coordinator for teachers of the band-operated 
schools.
The selection process w as conducted over a period of six weeks. D uring  
that tim e, in p u t from district staff, school personnel, an d  Band Education 
C oord inators w as collected. The participants m et w ith  the researcher who 
ou tlined  the research objectives and  time requirem ents of their involvem ent. All 
of the  participants were required to sign a consent form  which allow ed them  to 
d rop  o u t of the process a t any time.
Protection of Subjects
To ensure  the protection of the participants, a proposal w as subm itted to 
the U niversity  of San D iego's Com m ittee on Protection of H um an Subjects for its 
review  an d  approval. This process ensured that the rights or sensitivities of any  
ind iv iduals w ere not violated, that the research design was conducted w ithin the 
ethical guidelines as established by the U niversity of San Diego, and  that it w as 
also in  com pliance w ith the federal and  state regulations for protecting subjects' 
identities. Since the focus of this s tu d y  was to involve the participants in an 
educational conversation regarding their teaching strategies and  beliefs, it 
p resen ted  the participants w ith no risks. In v iew  of the fact that there was no 
extra p repara tion  required by teachers, the classroom  observations did not 
in te rru p t any  w orkplace activity. Furtherm ore, all interview s held during 
personal tim e and  aw ay from  the workplace, created  no disruptions to the 
partic ipan ts ' norm al teaching routines.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
60
Before beginning the research, a letter outlin ing the pu rpose  and 
procedures of the study  w as sen t to the Superintendent of Schools and the First 
N ations Educational C oordinators asking for their approval. Prior to 
participating  in this study , all participants w ere required  to sign a consent form. 
This form  m ade them  aw are  of the research procedures, ensured  their 
confidentiality and au tonom y, and inform ed them  of their righ t to w ithdraw  
from  the study  a t any  time. To pro tect participant identity, all m aterials were 
coded in a m anner know n only  to the researcher and  all m aterials were locked in 
a location away from  the research base. To protect each partic ipan t's  anonym ity, 
fictitious nam es were used  th roughou t this study. In addition , all data that m ay 
lead to the identity of the partic ipan t was m asked. Once their narrative 
recordings were transcrip ted , each participant had  the opportun ity  to verify and  
confirm  the transcriptions. In addition , these responses and  reflections were 
recorded  and becam e p a rt of the on-going data analysis process.
A pproach to Data Analysis 
"D ata analysis is the process of bringing order, struc tu re  and m eaning to 
the m ass of collected data" (M arshall & Rossman, 1989, p. 112). Data analysis 
involves organizing all of the inform ation that you have seen, heard , and read so 
that it m akes sense. A ccording to Taylor and Bogdan (cited in M erriam , 1988), 
the goal of data analysis is "to  come up  with reasonable conclusions and 
generalizations based on a p reponderance of data" (p. 130). W ith a multi-case 
study  approach, the researcher attem pts to identify "processes and  outcomes that 
occur across may cases or sites" (Miles & H uberm an, cited in M erriam  1988, p. 
154).
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All interviews w ere tape-recorded, therefore, the da ta  analysis began w ith  
the transcription of each in terview  prior to the next; "to w ork  most reliably w ith  
the w ords of the participants, the researcher has to transform  those spoken 
w ords into a w ritten text to study" (Seidman, 1991, p. 87). The initial 
transcription was exam ined, according to H aberm an 's process of analysis, to 
determ ine w hether these teachers exhibit sim ilar teaching attributes as the star 
teachers of urban teachers in  poverty: persistence, response to authority, 
application of generalizations, approach  to at-risk studen ts, personal versus 
professional orientation tow ard  teaching, burnout, and  fallibility (Haberm an, 
1991, pp . 4-8). The data analysis of the initial interview  lead  to more probing 
questions. The data analysis of each interview  was com pleted before any of the 
follow-up interviews w ere conducted. Each transcription w as analyzed for 
em erging them es and issues. Any issues requiring further clarification were 
included in scheduled follow -up interviews.
Once sufficient da ta  had  been collected, it was consolidated, reduced, and  
in terpreted into an extensive analysis. M erriam  (1988) states that "at this stage, 
the research is virtually ho ld ing  a conversation w ith  the data , asking questions of 
it, m aking com m ents" (p. 131). The objective for this s tudy  was to organize the 
data into em ergent cultural them es and  theories and, as a result of the indiv idual 
participant's reflections, explore any unique findings. "P roducing valid and  
reliable know ledge in an ethical m anner" (M erriam, 1988, p. 163) should be the 
concern of all research, including qualitative research. Follow ing this process, 
interpretations are generated, sim ilarities are offered, im plications are suggested, 
and conclusions are extended that m ay be useful to individuals or institutions 
interested in im proving the educational success of First N ations students.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
62
Background of the Researcher
M erriam  (1988) em phasizes th a t "the researcher is the p rim ary  instrum ent 
for data  collection and  analysis" (p. 19). In recognition of this, the background  of 
the researcher is outlined.
In 1975,1 g raduated  w ith a Bachelor of Arts degree from  L auren tian  
University, Sudbury , Ontario, w ith a m ajor in m athem atics and  received a 
Bachelor of Education degree from  Lakehead University, T hunder Bay, Ontario. 
In 1993,1 received a M aster of Arts degree in Educational A dm in istra tion  from 
San Diego State U niversity, San E>iego, California. Presently, I am  enro lled  in the 
Leadership Studies Doctorate P rogram  a t the U niversity of San D iego, San Diego, 
California.
I w orked for twenty-five years in  the  field of education as a classroom  
teacher, a school-based adm inistrator, a n d  a m em ber of the d istrict staff. D uring 
this time, I w as the principal of a public school that serviced tw o reserves and, 
consequently, the school had a very h igh  First N ations enrollm ent. In add ition  to 
the district office du ties, my role included  being the regional coord inator for the 
northw est region of the province w ith  the Field and Services Branch of the 
M inistry of Education, Skills and  Training. These duties included coord inating  
curriculum  im plem entation for six school districts in the region. Five of these 
districts have a h igh  First N ations enro llm ent and  three of these five districts 
continually score near the bottom  of the province on provincial tests. In the 
position of assistan t superintendent, I am  directly responsible for the  supervision 
of the First N ations coordinator, negotiating the Local Education A greem ent 
w ith the neighboring  bands, and sitting, as a participating m em ber, on  the  First 
N ations Local Education Advisory Council.
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In 1992,1 first becam e in terested  in exam ining the role th a t the teacher 
played in the success of First N ations students w ithin the school system . At th a t 
time, I w as assigned the p rincipalsh ip  of a k indergarten to grade ten  school 
enrolling approxim ately e ighty  percen t First N ations students. Previous to this 
assignm ent, I h a d  been a school principal for ten years. It w as d u rin g  my tenure 
at this school th a t I observed a num ber of behavior problem , non-achieving First 
Nations studen ts in one school year become w ell-behaved, academ ically thriv ing 
students the follow ing year. P aren t perspectives w ent from  a school that 'could 
do no good ' to one that 'cou ld  do  no w rong'. The only perceivable change in the 
studen ts ' lives w as the teacher w ho w as teaching them. A t the sam e time, I w as 
reading the w ork  of Dr. M artin  H aberm an on star teachers of ch ild ren  in poverty. 
His work and  the informal observations of w hat w as happening  a t m y school 
inspired me to analyze w hat teachers w ho successfully w orked w ith  First 
Nations studen ts d id  to generate  this success.
Shortly after leaving th is school, I was seconded to w ork for MoEST as a 
Regional C oordinator and becam e aw are of the M inistry 's high p rio rity  to 
im prove the success of First N ations students. This prio rity  w as ev iden t when 
three provincial program s w ere announced. H ow ever, these p rogram s appeared 
to not take into account w hat m y real-life experiences had  show n m e: The 
classroom  teacher is key to the success of First N ations students. It is im portant 
to realize that m y life experiences b ring  natural biases as to how  one m ight view  
the sim ilar phenom enon. Bias, W olcott (1995) likened to a ir as "som ething we 
m ust live w ith b u t as som ething w e cannot do w ithout" (p. 164). In explaining 
that bias, itself, is no t the problem , W olcott states, "O ne's purpose  a n d  
assum ptions need  to be m ade explicit and  used judiciously to give m eaning and
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focus to the s tu d y "  (p. 165). T hrough m y experiences of being  an  educator and 
working closely w ith First N ations com m unities, I b ring  the  know ledge and 
sensitivity required  to analyze the d a ta  and to better com m unicate the m eaning 
and perspectives found through  the process.
Sum m ary
This s tu d y  proposed a m ulti-case study  investigation  of six teachers w ho 
work successfully with First N ations students w ith in  the Nicola-Similkameen 
region of British Columbia, Canada. T hrough partic ipan t observation and 
in-depth interview s, an attem pt w as m ade to u n ders tand  the attributes of these 
teachers that m ake the First N ations studen ts in their classroom s successful. This 
study investigated w hether these attributes are sim ilar, and  lim ited, to those 
discovered in star teachers of urban  studen ts in poverty , as researched by 
H aberm an (1995c), or w hether there are  additional, o r different, attributes for 
these teachers w ho successfully w orked w ith First N ations students.
U pon reflection, in response to the interview  questions posed, each 
participant w as provided  the opportun ity  to express the  beliefs, experiences, 
actions, and  strategies that they felt w ere vital to the success of the First Nations 
students w ith w hom  they w orked. Their accounts p rov ided  a rich description of 
the a ttributes th a t allowed teachers to w ork successfully w ith  First Nations 
students.
In C hapter Four, a presentation and  analysis of the  d a ta  are organized 
according to the attributes identified in the literature. Each a ttribu te  contains 
several facets; each of these facets are  exam ined separately. T hroughout C hapter 
Four, to add  authenticity  to the data, the voices of the participan ts are used to 
support their reflections.
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C hapter Four: P resentation and A nalyses of Findings
Introduction
This s tudy  w as designed to exam ine the a ttribu tes of teachers w ho are 
successful in  w orking w ith  First N ations students. The litera ture  review suppo rts  
the contention that certain characteristics and practices app ly  to teachers w ho are 
effective in assisting m inority studen ts to be successful in  school. These 
characteristics and practices can be divided into four identifiable areas: bu ild ing  
relationships, the teaching of m orality, teacher p reparation , and  classroom 
pedagogy. H ow ever, in view of the fact that lim ited research is available that 
specifically addresses the functions perform ed by teachers w ho work 
successfully w ith First N ations students, the present s tu d y  w as undertaken.
This chapter consolidates the interview  and the observation data on 
teachers who w ork successfully w ith  First Nations s tuden ts  and  analyzes it 
according to case study  strategies. M erriam  (1988) states "a qualitative design is 
em ergent" (p. 123) and  for this reason the data collection and  the data analysis in 
this study  w ere done sim ultaneously. The process used  d u rin g  the present s tu d y  
began  w ith questions that w ere general to the study  and  narrow ed  in relevance 
based  on the answ ers and  observations. As the data w as collected, it was 
analyzed for em ergent patterns and  regularities. The pa ttern s and  regularities 
then formed categories into w hich subsequent data w as sorted. Due to the 
m ulti-case study  form at of this study , a m ulti-layered analysis took place: The 
data  w as first being analyzed at the individual level and  then  the findings w ere
65
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consolidated and  analyzed  a t the group level. For the purpose of this s tu d y , each 
of the em erging characteristics and practices w ill be exam ined independently . 
W hile there is overlap betw een some of the characteristics and practices, it is vital 
to exam ine the subtle differences and the role th a t each characteristic an d  
practice plays in a llow ing teachers to w ork successfully w ith First N ations 
students. Following this exam ination, the characteristics and practices w ill be 
grouped  into inclusive key areas or attributes. These attributes will then  be 
com pared to the a ttribu tes, identified in the lite ra tu re, on teachers w ho w ork  
successfully w ith  m inority  students. This is follow ed by the interview  resu lts 
com paring the data  of teachers who w ork successfully w ith  First N ations 
studen ts to the star teachers of children in poverty  based on H aberm an 's (1991) 
Star Teacher Selection Interview. The attribute re la ting  to teacher p reparation  and  
the role that it plays on  teachers w orking successfully w ith  First N ations studen ts 
will be exam ined separately . A sum m ary s ta tem en t concludes this chapter.
Em erging Characteristics an d  Practices 
D uring the analysis process, it became ev iden t that these six teachers held  
sim ilar characteristics an d  practices that affected the success rate of First N ations 
students. Each of these em erging characteristics a n d  practices will be exam ined 
independently .
Dealing W ith Different M inority G roups
W hen asked how  they deal w ith m inority  g roups or individuals w ith in  
their classroom s, they revealed  that teaching to ind iv idua l needs, regard less of a 
s tuden t's  cultural background , is of u tm ost im portance. The teachers stressed  
that it is crucial to know  the environm ent from  w hich  each student com es and  to 
adjust their teaching practices accordingly. Bill sum m arized  this concept:
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
67
In term s of an  education po in t of view , I see them [m inority  students] as a 
group  of people, like any other g roup  of people, in need  of an  approach 
that m eets their needs. There needs to be an understand ing  of the 
env ironm ent from  which they com e in order to develop the p rog ram  
w ith in  a school that is appropria te  for them  as m uch as possible. 
T hroughou t the observations of these teachers, the desire to see and  to 
teach each s tu d e n t as an individual w as ev ident and  was strongly  em phasized 
by all teachers d u rin g  the interviews. W hen asked to identify m inority  groups at 
her school, K athy supported  looking a t each studen t individually:
In ou r school, it's kids w ith  two paren t families [that] are a m inority  
group. W e have to keep that in m ind  . . . so, w hat we are hav ing  to look at 
is being flexible and keeping ou r m inds open to kids w hose circumstances 
are different, being cognizant of the fact that the kids d o n 't  com e from  the 
sam e background.
All of the teachers in terpret the essential com ponents of learn ing  to be the 
sam e for First N ations students as for non-First Nation students. In fact, they all 
indicated that they look at each child as an  individual, regardless of cultural 
background and  try  to m eet the needs of each as an individual. H ow ever, 
m eeting ind iv idual needs does not resu lt in  them  planning ind iv idua l lessons. 
O bservations suggested  that the teachers teach a single concept to the  w hole 
group and  m odify  the seat w ork expectations for individuals. The general 
explanation by the teachers for this practice is that students do  no t w a n t to be 
view ed as being  different, or they do no t w an t to be academ ically cen tered  out as 
struggling w ith  concepts. In other w ords, this seem s to im ply that these teachers 
do not w an t to em barrass their students.
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Recognizing the S tudents ' C u ltu re  and  Background
The teachers of this s tu d y  w ork  in schools that are located  in three distinct 
com m unities. Each of these com m unities has separate cu ltural activities, such as 
a pow  w ow , tha t the other com m unities are invited to attend.
A lthough none of the teacher participants w ere of F irst N ations ancestry, 
they all sta ted  that they are know ledgeable about these com m unity  cultural 
events: w hen they  take place, w here  they take place, a nd  w h a t the significance of 
these activities are to the First N ations com m unity in w hich they  take place. 
How ever, none of the teachers h ad  a ttended  any of these First N ations cultural 
activities. Three of these teachers currently  work in band schools and  two others 
previously taugh t in schools situa ted  in First Nations com m unities. The 
experiences tha t these teachers have obtained from w orking in  these schools 
gives them  a greater appreciation and understanding  of the im portance of 
cultural events in the First N ations com m unity. These teachers expressed that 
they felt that it w as not necessary for them  to be involved in the  com m unity 
activities, bu t th a t it wras im portan t that they were aw are of w h a t w as going on 
and w hat the significance of the  event was, so that they could d iscuss upcom ing 
com m unity events w ith their studen ts .
All of the teachers claim ed that contact w ith parents by  phon ing  and  by 
w riting is im portant. They asserted  that positive com m unication on a regular 
basis is m ore consequential than  contacting parents over negative issues. Bill 
explained, "I love to catch the paren ts w ho think you are p hon ing  for som ething 
negative . . . [you can] hear it in their voices and then you say som eth ing  good 
instead." A lthough all of the teachers felt that positive regular contact was
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im portant, they  expressed the concern that this is an  a rea  tha t requires 
strengthening  on their part.
The teachers dem onstrated  an  understand ing  to w ard  the needs and 
struggles facing the First N ations studen ts in the regu lar education  system. 
Because the  teachers w anted  to respect and  support the cu ltu re  and  the language 
of their s tuden ts , they w ere hesitan t to m ake com m ents th a t m ight be interpreted 
as negative to w ard  the studen ts ' culture or that m ight encourage som e of the 
stereotypes. The difficulties in w ork ing  w ith  students o f a cu ltu re  different from  
that of the teacher were expressed w hen the teachers m ad e  statem ents such as 
"[there is] a need  to be respectful and  take responsibility," "[First N ations 
students] need  to feel p roud  of w ho they are;" "they n eed  to feel like they 
belong;" " they  m ust feel that they are accepted;" "d o n 't d en y  them  [First N ations 
students] their ow n  reality in the hopes of giving them  a better one;" "show 
acceptance of their reality and  inform ation base;" and  " there  is a need  to be 
patient and  to listen."
O ne teacher specifically indicated  that external factors such as home 
issues could p lay  a role in the academ ic success of First N ations students. Three 
teachers w ere reluctant to generalize about First N ations stu d en ts  because they 
felt that the background  issues and  needs vary as m uch w ith  non-First Nations 
students as they  do w ith First N ations students. For this reason, som e of the 
teachers w ere unw illing  to speak of F irst Nations traits in  fear of m aking blanket 
statem ents. The teachers appeared  to w an t to em phasize the  positive aspects of 
the studen ts ' cu ltu re  and to de-em phasize any negative aspects. They d id  not 
w ant to be critical of the cultural values of the students because they felt that 
they m ight n o t know  enough about those values to u n d e rs tan d  them .
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W hen beginning his teaching career, one teacher expressed  a concern and 
a frustration  over the hesitation of First Nations studen ts to express themselves 
orally. This teacher indicated that it w as difficult to know  the  background of First 
N ations s tu d en ts  because they tend  to speak less about personal issues. In the 
teacher's v iew  the students seem ed unw illing to share in form ation  about their 
family problem s. It w as not until he  becam e aw are of and  accepting of the 
cultural differences that he felt he w as hav ing  an im pact on the lives of his First 
N ations studen ts .
Beliefs A bou t W orking W ith Special N eeds Students
As ev id en t through their in terv iew  com m ents and  th rough  the observed 
interactions w ith in  the classroom, all of the teachers expressed  care an d  showed 
concern ab o u t ind iv idual studen t success. A lthough they verbalized  and 
exhibited concern  for the academ ic success of all studen ts, som e of the teachers 
questioned the academ ic value of p lacing  all special needs stu d en ts  w ithin the 
regular class setting. John m ade the follow ing rem ark abou t a particu lar special 
needs studen t:
I d o n 't  th ink  that I am  m eeting  his needs in the classroom  setting and I 
d o n 't  know  if it is possible. The w ay ou r school is set u p  and  the way my 
classroom  is set up, the things tha t I am  trying to do are  just no t m eeting 
his needs. I d o n 't  think it's  a lack of effort on anyone 's part; it's  just not 
w ork ing  . . .  W e are a t a po in t w here  w e need to look a t different options, 
and  w ith o u t know ing w hat any  of those options are, there  is the feeling 
tha t I am  send ing  him  . . .  to the unknow n.
The teachers w ere not questioning  the w orth  of these special needs 
children b u t ra th e r w hether a regular classroom  is the best learn ing  environm ent
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for som e o f them . Instead of using a b lanket judgm ent that all special needs 
studen ts shou ld  follow the inclusive m odel, these teachers suggested  a desire to 
look a t each s tuden t and each stu d en t's  situation individually , in o rder to place 
the child in  the optim um  learning situation. Placement decisions that the teachers 
suggested  tha t they w ould like to see exam ined on an ind iv idual child need-basis 
include full inclusion, partial inclusion, or total segregation. The teachers wanted 
to continue to search for the best options for each special needs student.
Those teachers who had recently dealt w ith special needs students in their 
classes also expressed a need for additional teacher support. They held a 
com m on belief tha t w ithout that extra su p p o rt full inclusion is very drain ing  on 
the classroom  teacher.
Interacting W ith Students
Tw o things that were im m ediately impressive w ithin each of the 
classroom s w ere  the am ount of verbal praise given by the teachers to the 
students an d  the sm iles displayed on  the faces of the teachers an d  students.
These classroom s w ere fun and relaxed places to be. The a tm osphere w ithin the 
classroom s, believed to be the result of the teachers' organizational skills, their 
positive h a p p y  attitudes, and their ongoing rapport w ith their students, was 
w arm  and  caring: It w as an atm osphere in which students w ere  no t p u t dow n 
but w ere trea ted  respectfully. This respect for the student is illustra ted  by Brenda 
w ho com m ented  to the rest of the class, “Jacob's w orking against the current," 
referring to a s tuden t who was off-task and  by Bev who, w hen  referring to a 
student w ho  w as being  a disruptive influence on others, stated , “Lewis, I think it 
is time for you  to go have a rest a t you r seat."
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The first teacher utilized a little hum or to diffuse an academ ic difficulty 
while the second teacher dealt w ith  a  social difficulty by giving a  gentle 
rem inder, a n d  the decision to get back on task was left in the hands of the child. 
In both instances, the inappropriate behavior was dealt w ith in  a m anner that 
allowed the offenders to save face am ong their peers. S upporting  this concept, 
John stated, "Som ething that I'll alw ays avoid  intentionally is sarcasm . . . .  The 
kids a t m y age level [the ones that I am  teaching] d o n 't deal w ell w ith  it 
[sarcasm]."
Sim ilarly, o ther non-threatening com m ents or techniques w ere used by 
teachers to keep their caring relationship w ith  the students a t the forefront of 
teaching activities and  to leave the decision to get back on  task w ith  the student. 
Observed techniques included verbal com m ands, a raised arm , the location of 
the teacher w ith in  the class, and finding som ething else that the stu d en t could 
do.
These teachers did not think in  term s of punishm ents for m isbehavior but 
rather they w orked  at diffusing possible problem s before they developed. When 
conflict d id  occur, the teachers w ere n o t quick to take ow nership  of the problem. 
In the m ajority of cases, the problem  w as given back to the studen ts  w ho ow ned 
it, along w ith  som e teacher guidance and  advice on how  the situation  could be 
resolved.
T hroughou t the observations, it w as noted that these teachers consistently 
m ade their s tuden ts  feel valued and  respected. One w ay in w hich  this was 
accom plished w as by reversing the roles betw een the studen ts an d  the teacher, 
allowing the s tuden ts  to take on the teaching role while the teacher becom es the 
student, being taugh t lesson objectives and  cultural know ledge by  the student.
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There w ere  o th er teacher actions that m ade  the students feel valued  and 
respected: creating  the time to really listen to the students, finding w ays for 
m aking s tu d en ts  successful and  then  sharing  those successes w ith  others, and 
teaching the  sam e core lesson to all s tuden ts but adjusting the  seat w ork activity 
to m eet ind iv idua l needs.
S tu d en t success was further enhanced  by the safe academ ic environm ent 
created by all of the teachers: an  env ironm ent that allow ed studen ts to take 
chances w ith o u t fear of being belittled. For example, instead  of teachers openly 
stating tha t a n  answ er was w rong, they  view ed each answ er as a possibility and 
used such p h rases  of encouragem ent as "good potential," " w ell done," "a good 
effort," an d  "y o u  are on target." O n the topic of studen t success, Bill explained
I th ink  success is related to the environm ent in w hich kids are learning . . .  
The env ironm en t [needs to be] one that is secure for them , w here they feel 
relaxed an d  [they] can trust. In general, that's w hat h appen ing  in a 
classroom  . . .  or a t home . . .  in  any  learning e n v iro n m e n t. . .  I th ink the 
kids have  to feel safe. They need  to feel safe . . .  to m ake m istakes.
Role M odeling
Role m odeling  w as considered to be an im portant aspect of interacting 
w ith  s tuden ts  by  these teachers. A lthough  one teacher d isp layed  a discrepancy 
betw een w h a t w as said during the in terv iew  and w hat w as observed  during  the 
lesson, the actions and  w ords of the o ther teachers w ere very  com parable. Ail of 
the in terv iew ed teachers believed that s tuden ts learn in response to their adu lt 
role m odels. T hey m aintained that there is a need to m odel possible resolutions 
to situations, a need  to have students expectations in line w ith  the teacher's own 
expectations, a n d  a need to model app rop ria te  socially accepted skills w hen
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in teracting  w ith  other people. W hen questioned abou t role m odeling, Kathy 
noted
[Role m odeling is] everything. It is my job as a teacher. It is m y role in the 
com m unity . I need to role m odel appropriate  behaviors, appropriate w ays 
of speaking  to another person, appropriate  m anners. W hen I mess up, I 
apologize  to the kids.
C om m ents and  Praise
Praise given to students by  teachers was a key ingred ien t of all the 
observed  lessons. WTiile the m ajority of the praise w as verbal, other forms of 
praise w ere  used  to acknowledge s tuden t achievem ents, such as sending a 
s tu d en t to the principal's office or to another teacher's room  for recognition, and  
d isp lay ing  s tu d en t work in a visible location. In addition , the teachers also sent 
notes hom e inform ing the paren ts of their child's good accom plishm ents at 
school. H ow ever, using praise consistently  and effectively w as a skill that the 
m ajority of the teachers felt was an  area of weakness. These teachers recognized 
that they  are  m ore apt to contact hom e over negative actions ra ther than over 
positive ones.
The need  to balance praise for effort versus praise for accom plishm ents 
was also discussed. While the teachers recognized that both  are im portant, some 
adm itted  th a t they struggle w ith  harm onizing  the two. Bill added
It is critical that the [student's] effort is acknow ledged [by the teacher] and 
n o t [just] the p ro d u c t.. . .  s tuden ts  som etim es d o n 't  understand  . . .  I do 
talk  w ith  m y kids about the fact that we are all different and  [about] the 
fact th a t effort is more im portan t than  the p roduct and  that [that effort] is 
w h a t I am  looking for.
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All of the teachers w ere aw are of studen t activities and  student 
accom plishm ents that took place outside of school an d  publicly praised their 
studen ts for those achievem ents. Instances of this included  rodeo results, 
d rum m ing at a recent pow  w ow , and helping around  the house. Furtherm ore, 
friendly teacher-student conversations regarding a new  haircut, events a t the 
local carnival, soccer scores, an d  family activities occurred  during  observed 
visits.
W hen the teachers w ere asked w hy they talk to studen ts about the 
s tuden ts ' daily lives, the consensus was that the teachers believed that teaching 
involved know ing their s tuden ts beyond the four w alls of the classroom. They 
felt that the students needed to see that the teacher w as interested in their 
everyday lives and  that the teacher was really listening to them . Jeannie 
supported  this:
I w ant them  [the students] to know I'm  interested in w hat they do . . .  I 
know a lot of the people in  their families, so w hen  they talk about them , I 
know who they are and  w hat they are doing . . . they [the students] feel 
good. They like telling me.
As m entioned previously, w hen altercations develop betw een students, 
teachers generally give the p roblem  back to the studen ts , the individuals w ho 
ow n the problem. While the teachers provided gu id ing  principles for solving 
d ispu tes among students, they allow ed the students to try  to find solutions for 
them selves. However, if a s tu d en t w as struggling, e ither academically, 
em otionally, or socially, the teachers moved quickly to prov ide w hatever support 
w as necessary to help resolve the situation. This w as particu larly  true if the 
struggle was taking place in front of a peer group. Exam ples of this academic
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su p p o rt included p rov id ing  the pronunciation of an unknow n  w ord w h ile  
read ing  and  giving clues needed to solve a m ath problem . In som e instances, the 
stu d en t's  peers gave the  su p p o rt and  guidance.
Em otional and  social problem s for som e studen ts resulted in a tim e-out, 
w here the  student w as p laced  in a location aw ay from  the rest of the class, b u t a 
location that allow ed the  stu d en t to continue learning by  observing the lesson 
and  perm itted  the teacher to continue to m aintain  supervision  over th a t studen t. 
The teachers asserted th a t it w as im portant for the studen t to still be invo lved  in 
the education  that w as tak ing  place with the rest of the students.
P rom oting  S tudent Self-Esteem
D uring  the observations, only one teacher w as heard  to tell a s tu d e n t that 
the answ er given by the s tu d en t w as wrong. The other teachers m ade 
encourag ing  rem arks such  as " tha t's  close," "good try," an d  "alm ost". T he 
teachers indicated that they  used  these m ore positive com m ents because they  
w anted  the students to like them selves, to feel good ab o u t w h a t they w ere  doing, 
to accept challenges, to take risks, and  to try new  things. Being enthusiastic 
m otivators seemed to w ork  well for these teachers. To su p p o rt learning, they  
never allow  a student to struggle in front of their peers p referring  instead to give 
helpful h in ts or encouraging o ther students to provide assistance. S tudents w ere 
often set up  for success by  being asked a question that the teacher knew the  
stu d en t could answ er successfully. The teachers em braced the idea that 
p rom oting  self-esteem is essential to success.
The teachers perceived  tha t school should  be a happy , fun place for bo th  
studen ts and  teachers. O ne teacher often used hum or to lighten a difficult 
situation an d  to help save face for a student by m aking the situation m ore
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bearable. In fact, th is teacher also used hum or w henever he m ade a m istake in  
front of his class. H e felt that teaching should  be done w ith  enthusiasm , 
encouragem ent, an d  hum or, and that it is im portan t for the teacher to see hum or 
in m any situations, to laugh  w ith students, to laugh a t yourself and your ow n  
m istakes, and  to be w illing  to be laughed at. John rem arked , "I think it [hum or] 
goes a long w ay in helping. I definitely use it a lot. I th ink  k ids react so positively 
to it. It m ust overlap into other areas."
Sharing Personal Experiences
The teachers in troduced  aspects of their ow n fam ily life and  their ow n 
cultural backgrounds to their students. These interjections varied  from short 
anecdotes about w eekend  activities to one teacher celebrating the birth of her 
new born  by  bringing  the baby into the classroom.
W hen the teachers w ere asked w hy  they shared  aspects of their personal 
family activities d u rin g  lessons and  also w hy they kep t up  on  the daily lives of 
their studen ts, the consensus was that the teachers felt th a t they  were prom oting  
relaxed com m unication w ith  and am ong their students. The teachers perceived 
that s tu d en t success relates to being able to leam  from  each o ther's  experiences, 
interests, and  family backgrounds; becom ing fam iliar w ith , accepting, and 
valuing each other's cu ltu ral heritage; p rovid ing  add itional experience from  the 
teacher's background; and  being seen by the students as people w ith lives 
outside of the classroom  rather than just teachers at school.
Being Available to S tudents
In som e instances, the school rules, routines, or bo th  prohibited  the 
studen ts from  easily accessing the teacher a t tim es o ther than  regular school 
hours. For exam ple, a t one school, studen ts are not a llow ed in the building
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before classes begin in the m orning. A t another school, the necessity for bus 
transporta tion  limits studen t access to their teacher. H ow ever, if students need 
som e assistance or som eone to talk to, all teachers expressed  that they m ade 
them selves available because they m aintained that it is im portant to listen to 
s tu d e n ts ' ideas, to answ er their questions, and to let them  know  that teachers are 
there for them.
The teachers of the three o lder grade classes ind icated  that they do get 
involved  on a regular basis w ith  students other than  those w ithin  their ow n class. 
For instance, some of these teachers w ere com m itted to coaching a variety of 
school team s or to sponsoring school clubs such as the studen t council, a chess 
club, an d  a com puter club. These teachers claim ed th a t it is im portant for the 
com m unity  to see them  in these roles. W hen discussing w hy he is involved w ith 
s tu d en ts  in this m anner, John com m ented, "I think the  kids get a great deal out 
of it. It's  m y job . . .  That's w hy  I am  teaching. It's for the students."
First N ations Displays and  Instruction
A lthough the teachers believed that it is im portan t for First Nations 
studen ts to know  their culture an d  the teachers w ere aw are that First Nations 
s tu d en ts  are visual learners, displays of First Nations m aterials were only visible 
d u rin g  tw o classroom observations. One of the d isplays w en t along with a First 
N ations un it in the socials studies curriculum . A nother display of three small 
First N ations posters located in the com er of the room  had  to be pointed out by 
the teacher. This lack of First N ations m aterials in the classroom s, especially in 
band  schools, was explained by Brenda:
O ne of the things that w e 're  really struggling w ith  [as teachers] is fitting 
in to  w hat is required of the school at the academ ic learning [level]. It is a
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real priority here to get the kids up to w hat has becom e the standard  of 
learning. So the em phasis is on w hat is expected of them  and w hat they 
need to know , so th a t their Native curriculum  . . .  then  takes a back seat. 
[We] are sort of strugg ling  to get the kids to know , to pull off the grade, 
and  just [to] pull off graduation.
A local First N ations instructor perform ed all of the teaching of the First 
N ations culture and language. In all instances, this instructor w as not a 
university-trained teacher b u t an individual who is recognized by the local First 
N ations language au thority  as being capable of teaching the local culture and  
language. Once recognized by this local authority, British C olum bia's Teacher 
Q ualification Service gives the First Nations culture and  language instructor 
teacher certification.
The instruction of the First Nations culture and  language program  is 
p rov ided  to the students th rough  a pull-out program . S tudents of First Nations 
ancestry  are perm itted to a ttend  the culture and language class in lieu of 
a ttend ing  another class. For the older students, this usually  m eans m issing the 
French as-a-second-language program . At no time, do non-First Nations 
studen ts , or the teachers, have any opportunity  to attend  and  leam  about the 
First N ations culture and language. If any of the classroom  teachers teach a 
com ponent of First N ations studies, it is done as part of the curriculum , 
particu larly  in grade four w here  Native people of C anada is a social studies 
curricu lum  requirem ent.
The culture and language class schedules at all of the schools w here 
observations took place w ere no t conducive to allow ing the regular classroom  
teachers to learn about their First Nations students ' language an d  culture. As
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indicated, the culture an d  language classes in all of the  schools consisted of 
pull-out program s taugh t b y  a First Nations specialist, w hich were not 
com pulsory for all studen ts. This situation required th a t each hom eroom  teacher 
rem ain in the hom e class, isolated from  learning the cu ltu re  and  language of the 
students. This policy also resu lted  in  the majority of non-First Nations students, 
as well as som e of the F irst N ations students, being isolated from  learning the 
culture and  language of the ir pu ll-ou t peers.
John explained, "W hen I have approached First N ations curriculum , I'm  
com fortable bu t also cau tious because I don 't think [that] I have the know ledge 
base to [teach the culture a n d  language in the regular classroom ]." Bill 
rem arked, "Unless it's relevan t to a subject, then I d o n 't . . . autom atically go out 
and include it [First N ations content] in w hatever I am  doing, a t the time, ju st to 
include it."
A lthough the teachers do no t formally teach the First Nations culture and 
language, they verbalized the ir respect for all cultures includ ing  that of the First 
N ations people. These teachers tend  to view each culture as having its ow n set of 
characteristics that need to be  respected and understood. They perceived th a t it is 
only w ith  this respect and  understand ing  that they could  successfully instruct 
students from  other cu ltures, including those of First N ations ancestry.
Religious Beliefs
N one of the teachers form ally taught religion as p a rt of their classroom  
curriculum . H ow ever, they all expressed respect for religious beliefs of d ifferent 
cultures, no t just that of the First N ations people. The teachers w ho are em ployed 
in the band  schools m entioned  that the First N ations beliefs, w hich are based 
around  nature, are in terw oven  in everything they teach. Instead  of a traditional
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C hristian C hristm as celebration, they key in  on cerem onies and  activities tha t are 
im portant to the First N ations com m unity. H ow ever, no activities rela ting  to the 
First N ations com m unity  w ere observed during  the class visits. One teacher 
expressed concern for n o t having a sufficient know ledge of the local F irst 
N ations culture to do  justice in teaching it or in incorporating it into the  
curriculum . In fact, all of the teachers, w hether they taught in the public system  
or the band schools, concentrated on teaching the curriculum  as m andated  by the 
British Colum bia M inistry  of Education rather than incorporating local heritage 
into their lessons.
All of the teachers expressed tha t they personally  hold som e form  of 
religious belief. They m aintained tha t som e form  of energy exists betw een  
individuals w hich influences how  w e react, feel or relate to others. Tw o teachers 
hold the belief that w e are  all part of a larger system  and  that sp iritually  a 
connection exists be tw een  every person  and  that w ho w e are is governed  by  this 
inter-connection.
Respect in the Class
Two m odes of though t perta in ing  to respect in the classroom  seem  to 
exist. The first w as held  by  one of the teachers w hose view  of respect centers on 
classroom  mores. This teacher looked for evidence of these expectations in the 
students: raising their h an d s to answ er questions, d isplaying respect for those 
who are talking by rem ain ing  quiet and  paying  attention, exhibiting p rid e  in 
their w ork  by doing the best that they a re  capable of, and  using the expressions 
of 'p lease ' and  'thank  y o u ' a t appropria te  times.
The second m ode  w as d isplayed by  the  rem aining  five teachers w h o  deal 
w ith respect in m ore holistic terms. A lthough they em braced the idea tha t
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classroom  behavior and  expectations are  im portant, these teachers also believed 
that respect is a  concept that goes beyond  the four walls of the classroom . For 
these teachers, respect m eans accepting the First N ations students for w ho they 
are, honoring their view  of the world, developing  reciprocal relationships w ith 
others, and  help ing  them  exercise responsibility over their ow n lives. They 
cultivate in their s tu d en ts  the conscious feeling tha t respect needs to exist in 
everyday life, w hether in  school or out in  the com m unity. Evidence of this 
occurred w hen the teachers insisted on the studen ts using T  statem ents, 
especially w hen dealing  w ith conflict. The teachers taught the studen ts to solve 
problem s by talk ing  directly to the people involved, thereby, show ing respect to 
others and  to their feelings. They w anted  students to perpetuate a sense that we 
are all here together and  that relationships betw een class m em bers, like family 
m em bers, need to be  based on m utual respect. In place of the w ord  'respect', 
teachers used vocabulary'- that was fam iliar to the students, such as 'friend ly  ' or 
'polite '. Teachers em bedded  the practice of being respectful by incorporating 
continuous conversations about respecting others and  expecting the sam e back, 
em phasizing that respect needs to be earned. Teachers role-m odeled respectful 
practices them selves or practiced w alking-the-talk, being careful not to do 
anyth ing  that m ay show  disrespect tow ard  an individual.
C lassroom  M anagem ent
The establishm ent of classroom rules w as quite consistent am ong all of 
teachers. The studen ts w ere allowed som e ow nership into the establishm ent of 
the rules bu t the teachers tended to know  w hat rules they preferred the students 
to select and  the teachers guided them  in their selections. In all instances, the 
rules addressed  the feeling aspect of getting  along w ith one another, ra ther than
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sim ply outlin ing  w hich physical actions are  or are not acceptable. For instance, 
Bev's num ber one ru le dealt w ith being respectful while B renda's num ber one 
rule concentrated on  every child feeling bo th  happy  and safe. This trend  
continued w ith  K athy w hose two basic ru les include not hurting  the feelings of 
others and  being respectful tow ard the righ ts of others.
O nly one classroom  visibly d isp layed  these rules. W hen asked w hy, the 
teachers indicated that they exhibited the  rules only at the beginning of the 
school year and  rem oved  them as the year p rogressed  w hen the studen ts show ed 
a w orking u n d ers tan d in g  of them. The teachers suggested th a t the studen ts 
needed to have clear expectations about w h a t w as required of them  in 
com pleting course w ork  and  in acceptable behavior. They also indicated that 
students needed  regu lar feedback on their perform ance w ith  em phasis being on 
positive com m ents. To ensure studen t com prehension  of these rules, the rules 
were kept sim ple and  w ere taught th rough  role p laying and  practicing. If 
possible, w henever a rule was broken, na tu ra l consequences w ere used  to teach 
rather than to p u n ish  the child. Teachers w ere  em phasizing successes rather than 
failures.
Jeannie w as m ore reactive w hen dealing  w ith  the rules and p layground  
problem s. D uring an  observation, she failed to set the standards of w h a t was 
acceptable behavior on the playground and  sp en t considerable time dealing  with 
individual situations as they arose. Sim ilarly, classroom  routines, such as w hat 
students should  do  once they completed their assignm ent, w ere not firm ly 
established. This resu lted  in her spending m ore tim e dealing w ith  the incident 
rather than  on the task  of teaching. The o ther teachers tended to have system s in 
place that allow ed them  to be more proactive. Exam ples of these system s
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included the establishm ent of processes for collecting hom ew ork; studen ts 
know ing that w hen a problem  w ith ano ther studen t developed that they  had  to 
deal directly w ith  th a t studen t before involving the teacher; teachers teaching 
studen ts how  to deal directly w ith ano ther s tuden t if a problem  arose; teachers 
outlining each day 's  activities verbally, in  w riting, or both; teachers em phasizing  
expected behavior before the students becam e im m ersed in a project or 
participated in an  activity; and  teachers openly praising  students for exhibiting 
appropria te  behavior.
As evident by the level of s tu d en t com fort d isp layed  both in the class and 
in the school environm ent, it was obvious that em otional safety was also 
addressed . These teachers were aw are th a t there w ere other factors in the daily 
lives of their studen ts tha t could im pact their learning and  behavior a t school. 
Frequently the teachers interacted w ith  their students. They felt that this 
interaction allows them  to learn a g reat deal about each studen t, and  perm its 
them  to predict and  circum vent p roblem s before they actually  occur. These 
teachers d id  not w an t to m ake a difficult situation w orse. In one class, 
m isbehaving studen ts feel safe enough to come forw ard  to discuss the situation 
w ith  the teacher an d  deal w ith  the consequences.
M eeting the Individual S tudent's N eeds
All of the teachers stipulated tha t m eeting the ind iv idual s tuden t's  needs 
is a vital com ponent of their teaching beliefs. These teachers w anted  all students 
to have success every d ay  and  to know  tha t each one of them  is capable of 
learning. Yet, all of the teachers taught the  sam e concept to the class as a whole. 
Hence, how  they m anaged  to m eet ind iv idual s tuden t's  needs varied from  
teacher to teacher. These differences m ay be the result of the variation in the
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grades taugh t (i.e. p rim ary  or elem entary), the particu lar teacher train ing 
p rogram  that w as a ttended , or the system  in which the teacher was em ployed. 
For instance, in a sp lit prim ary class, Jeannie spends m ore time w ith the younger 
stu d en t group because she wants to ensure that they have a firm grasp of the 
basics. She feels tha t w hen  students have a grasp of the  basics, their self-concept 
im proves. W hen necessary, this teacher m odifies the lesson expectations for the 
younger or the less capable students. She w ants them  to achieve to the full extent 
of their ability level.
Bev, teaching a prim ary split class, begins at the  sim ple level and  
progresses tow ard  the  m ore difficult concepts. This teacher not only m odifies the 
w ork and  learning outcom es but also allows m ore tim e to complete the w ork.
Bev is a teacher that w an ts all of her studen ts to succeed at their academ ic work.
Teaching a stra igh t prim ary class, Kathy has the students w orking a t their 
ind iv idual ability levels, yet likes to challenge the studen ts  every once in  a while 
w ith difficult questions. Kathy's rationale is that, even if the students are  n o t able 
to form ulate a correct answ er, the process of getting there  causes the s tuden ts  to 
extend their th inking beyond w hat they norm ally do. She believes that s tu d en ts  
need to be challenged to become independen t thinkers and  achievers and  th a t 
the effort that they p u t  in to problem  solving needs to be honored. K athy also 
utilizes a span  of questions so all studen ts have an opportun ity  to answ er 
successfully. She believes that it is im portan t for a teacher to inspire effort in  low 
achievers.
Brenda, teaching an  interm ediate class, uses m anipulatives w hen 
beginning a new  concept. Students are encouraged to w ork  at their ow n pace 
w ith expectations established according to the ind iv idual student's ability level.
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She believes that h e r students learn  m ore naturally  w hen  education is 
m ulti-sensory, applicable, and w hen  the students are  actively involved.
Also w ork ing  in an in term ediate class, Bill instructs the sam e concept to 
all students and  then  adjusts the lesson expectations to meet the needs of each 
student. D uring  som e lessons, academ ic and  social problem s are resolved by 
having the studen ts w ork  in pairs. These pairs are n o t stagnant bu t change 
according to the p u rpose  of the lesson. Students can share their know ledge and 
can help each o ther achieve. Bill feels that asking a studen t to assist a peer w ho is 
having  difficulty helps build a s tu d en t's  self-esteem. Bill did a particularly  good 
job of role m odeling  expectations. W hen he w anted students to exhibit good 
listening skills, he role-played a situation  requiring the students to identify both 
the good and  the bad  listening skills. H e then en trusted  them  w ith the 
responsibility of m aking  the decision about how they w ere going to listen, letting 
them  take the consequences for their ow n decisions.
John also teaches the initial lesson to the entire class and then adjusts the 
w ork expectations for different studen ts. The learning environm ent in John 's 
class is so safe that s tuden ts have taken  on the responsibility of inform ing the 
teacher that, on occasion, they require their w orkload to be reduced. John feels 
that the studen ts need  to see them selves as responsible people and  that it is 
im portant for the teacher to give them  opportunities to learn how  to solve their 
problem s, tru sting  them  to be responsible, and  to give them  experiences in 
m aking decisions on their own. R educed w orkloads are allowed, not only for the 
academ ically challenged student, b u t also for any stu d en t w ho is involved in 
activities outside of school. In instances w here these activities cut into evenings
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or w eekend  tim e, the students are a llow ed  to reduce their class w orkload by 
speaking d irec tly  to John. John explained
A fter the initial lesson is done . . . the individual [student's] needs are m et. 
. . .  If they  need the w ork cut back, I'll go over to the  indiv idual that 
requ ires that. I prefer [that] they  com e to me ra ther than  m e go to them. 
They are given the opportun ity  to come and deal w ith  m e and tell me th a t 
they  are  having  trouble and  th a t they  need things cu t back, or that they 
have a lo t of work [outside of school] today.
Student Success
The defin ition  of studen t success, as outlined by H aberm an  (1995c), 
requires th a t each learning situation a n d  each student be looked at individually. 
Hence, success w as interpreted differently  by each teacher. For one teacher, 
success m ean t fitting the learning into w h a t the students p resen tly  know. This 
teacher believes that First N ations s tu d en ts  are lacking background  inform ation 
which affects their academic success. She feels that to be successful w ith First 
N ations s tu d en ts  the teacher m ust link the new  learning to w ha t the students 
already know . For instance, the p rocedure  of obtaining a su p p ly  of w ater in 
ancient Rom e w as m ade m ore relevant to the students w hen  the teacher 
com pared th a t m ethod to the system  that the local ranchers use in obtaining 
w ater for their cattle and crops.
A nother teacher indicated that s tu d e n t success relates to her being aw are 
that First N ations students m ay no t be academ ically w here they  should be w hen 
they begin school in  kindergarten. For th is teacher, acceptance of this fact and 
w orking w ith  the students from  w here  they  are is vital to their success. A third
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teacher m easured success by  w hether or no t the s tuden ts are happy  in the 
classroom  and w hether they  feel like they belong.
Bill reiterated that to m ake students feel successful, work m u st be 
p rov ided  at their in d ep en d en t academ ic level. As their teacher, he accepts 
responsibility for their success o r failure. N ot only d id  he stress the need  for 
d ifferent learning m aterials b u t he  also em phasized the need to m eet every 
ch ild 's  learning requirem ents th rough  the use of d ifferent teaching strategies. For 
Bill, the key to studen t success is their ability to read.
John em phasized th a t different levels of s tuden t success exist and  are 
dependen t upon  each ind iv idua l child. For John, success goes beyond just the 
academ ics. If a child su d d en ly  begins to talk and confides in him  as the teacher, 
he considers such an action as an  act of success. H e talked  about studen ts  
need ing  time and  space to learn  an d  of him  being responsible for he lp ing  those 
s tuden ts who are struggling. John also realized the need  to celebrate success, 
regardless of how  m inor the  successes m ay appear to be.
Involvem ent W ith S tudents O utside of Class
All of teachers th o u g h t that it is im portant to be involved w ith  the 
s tuden ts outside of class. H ow ever, three variables seem ed to determ ine the  
am o u n t of involvem ent each teacher had w ith the s tuden ts outside of the 
classroom . First, some schools had  rules that limit s tu d en t access to the teacher 
before and after school. Second, the school's location resu lted  in the m ajority of 
s tuden ts having to be bussed . Finally, the grade level th a t is taught seem ed to 
have a bearing on how involved  the teachers were. In general, the teachers w ho  
w ork  in the interm ediate g rades w ere more involved th an  those w ho w ere 
teaching in the prim ary grades. M ost of this involvem ent com prised of coaching
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school teams. Bill sponsored  the school student council. In all instances, the 
teachers included stu d en ts  from  other classes in these activities.
The teachers agreed  that it is im portant for studen ts to see them  from  a 
different frame of reference, to be seen as more than just classroom  teachers. Bill 
accom plished this by coaching a variety of com m unity youth  team s contain ing  
children of different cultures. How ever, none of the teachers participated  in First 
N ations com m unity activities.
S tudent Praise
The teachers ag reed  that praise is im portant to studen t success. This w as 
supported  through the observations where a great deal of verbal praise w as 
evident. O ther forms of p raise that were obvious in their teaching practices 
include m arks or stars o n  charts, wall exhibits of studen ts ' work, and  involving 
the s tuden ts in d isp lay ing  their w ork. Some students received praise by  being 
asked to m odel and  explain  their w ork as examples to the other students. Brenda 
stated
Student praise is good. . . .  so being specific w ith  students and  letting them  
know  [that] w hat they  are doing is right and m aking sure that you  alw ays 
find things in studen ts  to praise, in case there are areas w here it is difficult 
to. You find small th ings to praise to encourage them  to do well in  an  area. 
Of course, it's for k ids w ho are really good at general things; it's 
recognition of them selves.
Retention of Students
There was a great deal of discrepancy am ong the  teachers regard ing  
w hether or not s tudents shou ld  be required to repeat a  grade. Two teachers say
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outrigh t that they w ou ld  n o t retain  students. The o thers indicate tha t if it w ere 
necessary to retain a s tu d en t, it w ould  be based of the  s tuden t's  low level of 
m aturity. Brenda rem arked
W hen I taugh t k indergarten , I kept som e kids back because of their 
m aturity  level. I th o u g h t tha t w ould be a good th ing  to do a t th a t level 
because then they w ou ld  start in at a m ore m atu re  level and  carry  on 
through. Since I've  been  here, I have really found  tha t w as no t necessarily 
a good idea for peop le  in  the families that w e w ere dealing w ith. W hat 
seem s to w ork be tte r is to keep the kids going th rough  w ith their age level 
and  deal w ith  the m atu rity  level instead.
Three teachers are cu rren t w ith the latest research, w hich indicates that 
retention is harm ful to the educational developm ent o f students. John feels the 
fear of failure is a reality of life w hich students need to  experience.
S tudent Expectations
All of the teachers verbally  indicated that it is im portan t for studen ts to 
know the learning expectations and  for the teacher to be  consistent w ith  those 
expectations. This was su p p o rted  during  the observations w hen the teachers 
used a variety of m ethods to teach students their expectations. These m ethods 
included the role m odeling of expectations by the teacher or the studen ts , listing 
the expectations on the board , verbal instructions, d isp lays of appropria te  w ork, 
and hands-on experiences. This w as true for all teachers except one, w hose 
w ords and  actions seem ed to be contradictory. This teacher stated  expectations 
are im portan t bu t then constan tly  failed to provide those expectations to her 
students. Hence, students w ere  required  to do the w ork  over, in som e cases 
several times, before it w as considered  acceptable. This teacher, rather than
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looking at her instructional practices to determ ine w h a t she is not p rov id ing  to 
the students, places the blam e on the studen ts for not apply ing  their best effort. It 
is im portant to note that this teacher was secondary-trained  and  that her m ethod  
of delivery of the expectations for secondary stu d en ts  m ay be consistent w ith  her 
training, b u t it w as no t effective for the p rim ary  studen ts that she w as teaching 
for the first time.
The teachers w ho outline their expectations m ake the extra effort to teach 
those expectations to the studen ts and, if necessary, reinforce the concept by 
reteaching it. In these classes, w hen  time w as spen t in the beginning to teach the 
expectations, the learning outcom es seemed to be better achieved.
Outlining Changes in Routines
All of the teachers indicated that it is im p o rtan t for students to know  the 
day 's routine. This w as done  in a variety of w ays including  a schedule on the 
side board, a verbal account of w hat is p lanned  for the day, or by just being 
extremely consistent in their everyday routines. In all instances, any  changes 
were outlined to the studen ts well in advance of the event. All participants 
believed that students are m ore successful w hen  they are not surprised  bu t g iven  
am ple time to prepare for an y  changes.
Teacher C irculation W ithin the Classroom
All of the teachers perceived that circulating th roughou t the room , w hile 
students are w orking independen tly  or in sm all groups, is extremely beneficial to 
the students. They indicated tha t it is an im portan t e lem ent in determ ining w ho 
is on-task, developing positive rapport, m aintaining control in a proactive 
m anner, and  connecting w ith  students on a daily  basis. This was supported  
during all of the observations except for one; th a t teacher's circulation is sporad ic
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and appears to be unnatu ra l for her. In fact, as th is teacher became fam iliar w ith  
having the researcher in her room , more time w as spent sitting at her desk and  
directing the students from  there.
Student Leadership O pportunities
All of the teachers p rov ided  some opportun ities for students to take on 
leadership roles. These roles ranged from being the  class m onitor, or teacher 
helper, to collecting and  d istribu ting  papers. There w ere m ore leadership 
opportunities in the p rim ary  grades because stu d en ts  individually rotate into the 
role of teacher helper. As the teacher helper, their duties involved recording the 
daily tem perature, leading the  class in reciting the  alphabet, counting the days of 
the m onth, taking slips to the office, and assisting in the distribution and 
collection of objects such as crayons and paper. In  the interm ediate grades, there 
were m ore leadership opportun ities for students ou tside  of the classroom. These 
included refereeing noon-hour house league gam es, participating in 
extra-curricular activities, and  being involved in s tu d en t council. In som e 
instances, ano ther teacher, o ther than their classroom  teacher, provided these 
leadership opportunities to the  students.
Staff Relationships
All teachers agreed tha t a supportive staff is essential to their success as 
teachers and  to the success of their students. W hen speaking about w hat 
constituted a supportive  staff, they all m entioned the role played by the 
principal. They indicated tha t the principal needs to have an  understanding  of 
w hat takes place in the classroom , needs to protect them  from  outside factors 
that could take their focus aw ay from the students, and  needs to be a role m odel 
to the entire school body. Bev rem arked
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It is really im portan t to feel that you can lean on som ebody for su p p o rt if 
you need to and  vise versa, [and] that you can sit dow n and talk  about the 
problem , w hether it is one-to-one or a t a staff m eeting. H aving a principal 
w ho understands w here you are com ing from  and  is w illing to listen to 
you, helps.
Teacher M otivational Factor
The teachers ou tlined  that they are not in the profession of teaching for the 
money, feeling that the p ay  is adequate. Instead, they chose the field of education 
because they each felt th a t they had som ething to offer the students.
Essential C om ponents for S tudent Success
As view ed th rough  the eyes of these teachers, the essential com ponents 
for student success are no t based solely on w hat the students them selves can do 
and are not dependen t on  w hat external influences can provide. Instead, the 
teachers are consistently looking for ways that they them selves can change to 
increase studen t success. For Bev that m eant staying current w ith the recent 
research. Of im portance to Kathy is the use of all of her senses to gain the bigger 
picture of her students. D eveloping an environm ent that is secure, one in  which 
students feel safe and  trusted , is essential for Bill. H e sum m arized this in  term s of 
creating a healthy self-esteem:
W hen I think of self-esteem  I try to d istinguish betw een positive 
self-esteem and  w h a t I like to think of as healthy self-esteem. There are a 
lot of kids ou t there that think they are w onderful and great a t everything, 
and  that is no t alw ays a positive thing. I m ean, there are gang leaders o u t 
there w ho believe th a t they are absolutely w onderful and  they have  no 
problem  w ith  a positive self-esteem. They're w onderful. They have  a
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group  of k ids follow ing them  and every th ing  is positive to them . But, that 
is not healthy  self-esteem. A healthy self-esteem  is one . . .  w here you 
know  you  can m ake errors and  you know  th a t that's okay . . .  I think that 
one of the  roles of the teacher is to show  tha t it is okay to m ake mistakes 
and  th a t sh o u ld  no t im pact self-esteem. . .  . W ith a healthy  self-esteem you 
can look a t  a m istake as som ething you are going to grow  w ith . . . .  It's a 
m atter of un d ers tan d in g  that these a ren 't really  m istakes so m uch as 
learning experiences. Your ow n healthy self-esteem  can lead to better 
learning.
Sufficient p lann ing  and  providing opportun ities for h u m o r w ere essential 
requirem ents of John. B renda embraced the idea th a t teachers need  to satisfy the 
studen ts ' basic needs, including  a sense of belonging, if the stu d en ts  are to be 
successful. B renda also indicated that she likes to use fun as a m otivational 
factor.
Thoughts on Teachers W orking Successful W ith First N ations S tudents
Initially, w h en  these teachers w ere asked to explain w hy o thers w ould 
consider them  to be successful at teaching First N ations students, they identified 
good teaching a ttribu tes tha t they feel all teachers should  have: being  consistent, 
having a caring a ttitude , hav ing  a good rap p o rt w ith  students, developing  
structured  lessons, using  sound  instructional techniques, and develop ing  a 
feeling of trust. A fter identify ing these initial a ttributes, the teachers m oved 
beyond the generic characteristics to look w ith in  them selves to d iscover w hy the 
First N ations s tu d en ts  they teach are successful. These internal a ttribu tes 
included using  all of their skills to ensure that all studen ts succeed; build ing  
em otional and  personal bridges which allow  studen ts to reach their potential;
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
95
having a passion  for teaching causes one to do  well; rem aining know ledgeable 
by being a life-long learner, constantly asking questions and seeking know ledge; 
giving the s tu d en ts  time: "w e owe it as adu lts to listen as m uch as w e ask  them  
to listen to us"; m eeting  their needs regardless of w ho they are; and  d o in g  
w hatever is necessary  to help the students.
Exam ining the D ata 
For the p u rp o se  of this study, the characteristics and practices w ere  either 
crafted into the four key attributes identified w ith in  the research lite ra tu re  for 
teachers w ho successfully worked w ith m inority  students or they w ere exam ined 
independently . Firstly, the analysis of the a ttribu te  of building relationships will 
be exam ined. It w as determ ined that build ing  relationships em braces the 
following characteristics and  practices: dealing w ith  m inority groups; 
recognizing the s tu d en ts ' culture and background; beliefs about w ork ing  w ith  
special needs s tuden ts; interacting w ith studen ts w hich includes role m odeling, 
com m ents and  praise, and  prom oting studen t self-esteem ; sharing personal 
experiences; be ing  available to students; and First N ations displays and  
instruction. N ext, the a ttribute of the teaching of m orality  containing the  
characteristics an d  practices of religious beliefs, respect in the classroom , and  
classroom  m anagem en t are analyzed. Then the key  area of teacher p repara tion  is 
discussed. Finally, the attribute of classroom  pedagogy  involving the 
characteristics a n d  practices of m eeting ind iv idual studen t's  needs, s tu d e n t 
success, invo lvem ent w ith  students outside of class, student praise, re ten tion  of 
students, s tu d en t expectations, outlining changes in  routines, and teacher 
circulation w ith in  the classroom  is assessed.
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The data which do no t fit into the above four identified a ttributes - 
s tuden t leadership opportunities, staff relationships, teacher m otivational factors, 
beliefs on  studen t success, and  the participants ' thoughts on teachers w ho 
successfully w ork w ith First N ations studen ts - are examined separately. The 
data relating to H aberm an 's Star Teacher Selection Intervieiv are analyzed 
separately a t the end of this section.
Building Relationships
The presen t study  supports Brendtro, Brokenleg, and Van Bockem (1990) 
w ho em phasize that the relationship that exists betw een the studen t and  the 
teacher is a param ount ingredient to the success of First Nations students. 
Schlosser (1992) identifies cultural know ledge an d  an  understanding of studen t 
developm ent as essential in  the developm ent of strong relationships.
The attribute of build ing  relationships tends to be intertw ined th roughou t 
the entire teaching and  learning process and  this m akes it aw kw ard to separate 
out from the other attributes. Flowever, the research data did reveal tha t all of 
the teachers exhibited sim ilar characteristics and  practices in the attribute  of 
building relationships. One such characteristic and  practice is that all of the 
teachers view ed their studen ts as individuals, each w ith  an individual set of 
needs and  academ ic requirem ents. Teachers m et individual student needs by 
either teaching a vai'iety of core lessons or by  teaching the same core lesson to all 
students and  adjusting the learning outcom es for individuals. A nother w ay  that 
the teachers m et individual needs was to learn  about the student's environm ent 
and heritage. "There needs to be an  understand ing  of the environm ent from  
which they come, in order to develop the p rogram , w ithin the school, th a t is 
appropria te  for them  as m uch as possible," states Bill.
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Students w ere m ade  to feel im portant w hen the teachers' expressed 
interest in their activities outside of the classroom. In som e instances, that 
interest w as transm itted  th rough  praise for an accom plishm ent ou tside  of the 
school setting. In others, it w as as sim ple as recognizing that a s tu d en t had  
received a hair cut, new  clothes, or a new  sibling. This activity w as 
com plem ented by the teachers w hen  they regularly  interjected aspects of their 
personal lives or their fam ily activities into the classroom  environm ent.
Relationships w ere further developed th rough  role reversal. It w as 
frequently observed that the studen ts took on the teacher's role, by he lp ing  their 
peers w ith  a difficulty, explain ing  to the teacher a new  piece of know ledge that 
they had  just discovered, o r educating  the teacher in their culture and  language.
S tudent com fort w ith in  the classroom environm ent was enhanced  by the 
teacher's utilization of verbal praise for accom plishm ents and by the teacher's 
use of non-threatening statem ents that signaled to students that they needed  to 
get back on task. A nsw ers to questions were never referred to as being  w rong. 
Instead, students received w ords of encouragem ent to try again or w ere 
provided w ith  clues to form ulate the desired response. The teachers d id  no t 
allow the students to struggle  too long for an answer. In this accepting 
environm ent, studen ts w ere w illing to take risks and m istakes becam e learning 
opportunities.
The teachers used a variety  of com m unication techniques w ith  the 
studen ts ' hom es: notes hom e, phone calls, use of the studen t agenda book, being 
available to parents before or after school, and a ttend ing  evening fam ily 
functions sponsored  by the school. However, the teachers d id  not v iew  their 
com m unication w ith  the hom e or the com m unity as being a strong com ponent of
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their teaching  repertoire an d  they felt that it was an area th a t they needed to 
strengthen . It is interesting to note that none of these teachers a ttended  
com m unity  functions sponsored  by  the First Nations com m unities.
Recognizing the S tuden ts ' C u ltu re  and Background. T hroughou t the 
literature, the term  'culturally  congruen t' is used w hen discussing cultural 
know ledge. Ladson-Billings (1994) describes culturally congruen t as alterations 
that a teacher m akes to m ore closely resem ble the speech patterns, 
com m unication  styles, and  participation  structures of the studen ts.
Pease-A lvarez and Espinosa (1991) su p p o rt this w hen  they w rite  about teachers 
u tiliz ing  teaching strategies tha t build  on the interaction pa tterns of the culture o f 
the s tuden t.
Little da ta  is evident indicating tha t the teachers, in the p resen t study, 
m odified  their teaching tow ard  the participation structures of First Nations 
studen ts. Yet, the need for a holistic approach to teaching First N ations students 
was expressed  by  Brenda: "You need to show  acceptance of their reality and 
in form ation  base." W hat B renda addressed  is the need for teachers to place w ha t 
is being taugh t into the context of w hat the student already know s. She further 
rem arked , "D on 't deny them  [First N ations students] their ow n  reality in the 
hopes of g iving them  a better one." A nother teacher indicated the im portance of 
being aw are  of such First N ations traits as not m aking direct eye contact.
G ran t an d  Gillespie (1993) em brace the need for effective teachers to cash 
in on  the cultu ral capital that their students bring to school, learn  the history and  
culture of their First Nations studen ts, and  develop a good com m unity  netw ork 
of educational support. Tharp an d  Yam auchi (1994) express concern regarding 
the m isfit betw een the formal teaching and  learning processes tha t takes place in
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the typical classroom , and  the teaching and  learning processes of the 
non-w estern  m inority studen ts in  their hom e and com m unity.
A ttem pts to become m ore inform ed about the local First Nations history 
and cu ltu re  w ere not readily ev iden t du ring  the observations. However, it is 
noted th a t all of the teachers are well established in each of their schools and  are  
fam iliar w ith  the families and com m unity  m em bers w ith in  the school's 
catchm ent area. A lthough none of the teachers a ttended  functions sponsored by 
the First N ations com m unity, they  d id  a ttend  and interact w ith  com m unity 
m em bers d u rin g  after-hour school sponsored  activities.
The public  schools have h ired  First Nations su p p o rt w orkers to liaise 
betw een the  school and the First N ations homes. H ow ever, the participants 
em ployed by  the public school system  indicated that they p referred  to contact 
the hom es d irectly  themselves. D uring  the  social studies un it on  Native 
C anadians, a  g rade four teacher asked the First N ations studen ts to provide the 
rest of the class w ith  inform ation on the local tribal struc tu re  and  the band chiefs. 
The teacher also called upon the s tu d en ts ' experiences to assist other students 
w hen they w ere  doing First N ations art projects. It is easier for the teachers of 
band schools, enrolling all First N ations students, to incorporate  the First N ations 
history and  cu ltu re  into their classroom s. Examples include a trip  into the bush  
to learn ab o u t the local m ushroom s and to pick leaves to m ake Indian tea.
The F irst Nations culture and  language instructional p rog ram  at all of the 
schools com prised  of a pull-out system  w here First N ations studen ts were 
separated  from  the rest of the studen ts an d  their classroom  teacher. This seems 
unfortunate for all stakeholders: N o t only w ere the non-First N ations students 
and the classroom  teacher unable to a ttend  these sessions, b u t the  First Nations
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students m issed the oppo rtun ity  to share their heredity , traditions, an d  culture 
w ith their non-First N ations peers and their regular classroom  teacher.
Bill expressed beliefs that students need to develop a healthy self-esteem . 
This paralleled the thoughts of Gale (1991) who m aintains that the N ative 
studen t needs to be a contributing, significant m em ber of a family, have a 
positive self-esteem, an d  relate m eaningfully w ith  a significant adult. In 
developing a healthy self-esteem , Bill im plied that a s tuden t perceives acceptance 
w ithin a large family, the  class, and, thus, feels secure enough to a ttem p t tasks 
unfam iliar to him. In a ttem pting  unfam iliar tasks, the  student know s th a t the 
significant adu lt, the teacher, will view any m istake, n o t as an error b u t as a 
teachable m om ent or a learn ing  opportunity. As a result, the students develop 
healthy attitudes about their accom plishm ents and  are  w illing to contribute to 
their ow n learning process and  that of others.
Gale (1990) acknow ledges the need for teachers and  students to share 
background inform ation and  that, in doing so, a feeling of trust will ensue  which, 
in turn, leads to a greater sharing  of cultural know ledge. All of the teachers 
interjected stories and  activities about their ow n families and their ow n life 
experiences into the daily  classroom  activities. For Jeannie, this included 
bringing her new born  in to  the classroom. Brenda regularly  spoke about her 
daughter w ho had the sam e nam e as one of the studen ts and who partic ipated  in 
sim ilar sports activities th a t her students w ere in terested in. Kathy, an a rd en t 
quilter, involved her k indergarten  students in a quilting activity. W hen asked 
w hy  interjecting personal interests into the lesson w as im portant, the partic ipan t 
consensus was that there w as a need for the studen ts to know  the teacher as a 
person w ho had  other interests and  activities outside of the classroom.
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The teachers expected that this personal sharing  w as a tw o-w ay 
com m unication. N o t only d id  they share their personal experiences b u t they 
inquired about the s tu d e n ts ' family activities and  interests, and  expected  the 
students to share from  their personal fam ily and  life experiences, as well. The 
teachers regularly com m ented  on som ething one of the studen ts achieved on the 
w eekend, on the d ifferent clothes that a stu d en t w as w earing for the  first time, or 
on how  well they w ere perform ing w ith  the learning assistant teacher. The 
teachers show ed a genuine interest in the s tu d en ts ' lives outside of the  regular 
classroom  and, in do ing  so, studen ts seem  w illing to speak openly  to the teacher 
and their classm ates abou t their accom plishm ents and  concerns.
The Teaching of M orality
M arshall (1996) states that "good teachers have a deep-seated concern and 
respect for the studen ts in the classroom " (p. 3). In support of this, O m ste in  
(1995) an d  H aberm an (1995b) proclaim  that exem plary teachers bu ild  tru s t and 
m utual respect and  use w ords like caring, respect, and  trust to describe their 
actions w hich allow s them  to serve as successful role models.
Five of the partic ipan ts took a holistic approach  to dealing w ith  the  issue 
of respect. For these teachers, respect was a concept that w ent beyond  the four 
walls of the classroom . It was a conscious feeling tha t they w an ted  the  studen ts 
to experience in all aspects of their lives, both  in the school an d  in the 
com m unity. To develop this conscious feeling for respect, the teachers used  
respectful language a t all tim es, fostering a feeling that the class fam ily, w hich 
included the teacher and  the students w ere are all in this together, insisting  on 
the students using 'I ' s ta tem ents w hen dealing w ith  a conflict, and  re tu rn in g  the
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problem s and concerns back to the children for them  to deal w ith  on their own 
w ith teacher guidance.
W hen questioned  abou t classroom  rules, the w ord  respect w as referred to 
by all of the teachers. Som e of them  referred to respect as their n u m b er one 
classroom  rule, w hile  o thers included it in a conglom erate of im p o rtan t elements 
necessary w ith in  the  classroom . These teachers w ere proactive in  p rom oting  the 
classroom  rules: They actively taught and  practiced the rules before an  infraction 
took place. W henever an  infringem ent of the rules occurred, they  referred  the 
violator back to the  rules and  had  that s tuden t explain w hat w as done  
inappropriately  an d  w hy  it w as inappropriate. This sam e process held  true  for 
studen t safety. T he teachers w ere proactive in explaining safety procedures, 
establishing the g ro u n d  rules before studen ts w ere allow ed to p a rtak e  in an 
activity.
Teacher P reparation
Teacher p repara tion  involves the use of university  course w ork  and  
student teacher practicum s to increase teacher know ledge in bo th  the  areas of 
generic know ledge and  s tu d en t developm ental needs. All of the  teachers 
indicated that their teacher training involved the standard  courses w ith  no 
special em phasis p laced  specifically on the teaching of First N ations students. 
They felt that their teacher train ing d id  not adequately  prepare  them  for the jobs 
that they are p resen tly  involved with and  that they had  to learn ab o u t teaching 
First N ations s tu d en ts  w hile on the job.
O f the six teachers, five have professional teaching certificates that 
required the com pletion  o f four or five years of university . The o ther teacher, 
w ho is teaching in a band  school, has three years of university  courses w hich
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qualifies her for a standard  teaching certificate. It should be no ted  that 
possession of a s tandard  teaching certificate is no longer acceptable for teaching 
in the British C olum bia public school system . Two of the teachers recently 
com pleted the requirem ents for a m aster's degree.
N one of the teachers indicated that they had  planned to  teach First 
Nations studen ts w hen they began their teaching careers. In fact, the desire for 
getting a job w as m ore im portant to them  than  w hat their first teaching 
assignm ent w as. K athy 's w ords, "I needed a job," or Bill's statem ent, "I was just 
looking for a job," sum s up how  the teachers felt entering their teaching careers.
For five of the six teachers, their presen t placem ents w ere no t their first 
teaching assignm ents. It was during  their first teaching assignm ent tha t each of 
the five encountered , for the first time, a group of students w ho w ere from  a 
cultural background  different than the one tha t the teacher grew  up in. For four 
of these teachers, their first teaching assignm ent w as their first encounter with 
First N ations studen ts and  the First N ations com m unity. Bill sta ted , "I had  no 
contact w ith  native  peoples prior to leaving N ova Scotia. W here I grew  up in 
Halifax, there w as zero contact. Even a t Acadia [University], there w as no contact 
w ith any native com m unity." O ther large groups of students tha t the teachers 
m et for the first tim e during  their first teaching assignm ents included  a large ESL 
population from  H ong Kong, identified special needs students, and  low 
socioeconomic students.
All teachers indicated that these first experiences prov ided  opportunities 
for personal g row th  that helped shape their p resen t beliefs and  practices about 
teaching and  w ork ing  w ith  students. Teachers found that they h ad  come to their
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jobs w ith little know ledge of and  appreciation for the First N ations com m unity 
life. Bill rem arked
It w asn 't until I think I m atured  a b i t . . .  after leaving [the First N ations 
com m unity] and  then com ing back . . . know ing [and] accepting m y place 
and enjoying m y place in the com m unity. I enjoyed p lay ing  hockey. I 
enjoyed learn ing  about things that I w ould otherw ise n o t have learned 
about ou tside  of a native com m unity.
Bev, for w hom  this w as her first teaching assignm ent, got into teaching late in 
life. She sensed  tha t som e aspects of her age helped make First N ations students 
successful in her classroom: her personal life experiences tha t she  b rings into the 
classroom  an d  her m aturity  in dealing w ith  the bureaucracy of the b an d 's  
education system .
Classroom  Pedagogy
Knapp, T um bill, and Shields (1990) argue against the estab lishm ent of 
generic rules tha t are established at the beginning of the year an d  tha t rem ain 
static for the rem ainder of the school year. They encourage teachers to establish 
ground rules, early  in the school year bu t that over time control is m ain tained  by 
developing in teresting  and challenging academ ic activities set a t the appropriate  
levels.
The partic ipan ts em ulated this research by establishing a n d  teaching 
appropriate class ru les a t the beginning of the school year. These ru les w ere 
initially posted  w ith in  the room  and taught at the beginning of the  year. 
However, as the year progressed the rules becam e background s tan d ard s  that 
were only referred to as a rem inder to get an  off-task studen t back  on track.
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C raig (1992) refers to the need of establishing an env ironm ent tha t was 
consistent, predictable, safe, and contained a sense of purpose. Teachers 
interested in the  success of children of violence need to interject the experience of 
com petence a n d  n o t failure into their lessons, w hich are designed  to m eet the 
studen ts ' needs for predictability and consistence routines. R hodes (1988), 
speaking specifically about teaching First N ations students, em phasizes the need 
for an env ironm ent that is kept light and  positive through the use  of hum or. He 
states that teachers need  to be continuously observing the studen ts , looking for 
w hat w orks an d  changing w hat is not working.
The reperto ire  of all o f the participants contained consistency, safety, 
hum or, and  being  aw are of, and  willing to change, w hat isn 't w orking . The 
teachers began each day  by outlining the day 's activities, le tting  the students 
know about deviations from the regular daily routine. Their justification in 
following this process w as because they felt that the students like consistency 
w ithout su rprises an d  that this process kept all class m em bers inform ed. All of 
the teachers used  som e form  of hum or. John often used it to he lp  a s tu d en t save 
face and to keep the  class atm osphere one in w hich students felt safe to take 
chances. Kathy spoke about using all of her senses w hen she taugh t. She felt that 
only by using  all of her senses could she determ ine w hether a s tu d e n t w as 
struggling w ith a concept, or learning and enjoying the experience.
The need for success, as referred to by Craig (1992), w as established  w hen 
the teachers tau g h t the sam e core lesson to all students. A practice tha t they 
m aintained d id  no t center o u t low achievers bu t m ade them  feel like full 
participants in the class. To help struggling students succeed, the teachers 
adjusted the lesson 's follow -up activities and  utilized the services o f various
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out-of-the-class support.
Bill sum m ed  up  the participants' concepts, and  A lderm an 's (1990) 
sum m ation th a t teachers need  to convert m istakes into teachable m om ents, w hen 
he talked ab o u t the developm ent of a studen t's healthy self-esteem . According to 
Bill, studen ts develop a healthy  self-esteem w hen they realize that m aking 
mistakes is a norm al ingred ien t to the learning process that needs to be fostered 
by all teachers. By using  positive w ords of encouragem ent o r supply ing  
struggling s tu d en ts  w ith  clues rather than ou trigh t stating tha t an  answ er was 
wrong, gave the  studen ts the message that it w as all right to take chances and 
make m istakes.
Singer (1996) advocates a constructist m odel of teaching w here teachers 
need to build  on  w ha t s tuden ts already know. This m odel is reflected in the 
participants ' beliefs an d  sum m arized by Brenda w ho talked about no t denying 
students their ow n  reality in the hope of replacing it w ith  a better one, based on 
the teacher's education  and  culture. The teachers consistently spoke of w orking 
w ith the know ledge tha t the students already have and  referring all new  
know ledge back to w hat the students already know. Chances of s tu d en t success 
were enhanced by  partic ipan ts role m odeling expected learning and  by using 
whole group participation  w hen  introducing new  concepts or reinforcing old 
ones. Sternberg, O kagaki, an d  Jackson (1990) supported  this w hen  they stressed 
that concepts sh o u ld  be bu ilt upon  the studen ts ' p rio r know ledge, and  that new  
concepts be tau g h t and  practiced in group activities.
The lite ra tu re  does no t specifically acknow ledge the im portance that 
s tuden t leadersh ip  opportun ities played in studen t success. This s tu d y 's  data 
indicates that the  participan ts d id  not consciously p rovide leadership
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opportun ities to the students. Occasionally the teachers allow ed students to 
assum e leadersh ip  roles. For exam ple, the prim ary teachers had  a weekly special 
student. T his special student w as in charge of changing  the date, leading the 
class in counting , taking the outside tem perature, an d  being the class m essenger. 
The in term ediate  teachers perm itted  studen ts to d istribu te  and  collect books and  
assignm ents. A t times, interm ediate studen ts assum ed the responsibility of 
organizing an d  refereeing noon hour house games. A t one school, they were 
responsible for the form ation of a studen ts ' council.
Star Teacher Selection Interview Results
In o rd e r to see how the teachers w ho w orked successfully w ith First 
Nations s tu d en ts  com pared to the data relating to sta r teachers of children in 
poverty, the participants were interview ed using M artin  H aberm an 's (1991) Star 
Teacher Selection Intervieiv. It w as anticipated that if there  is a close correlation 
betw een the results, then the Star Teacher Selection Interview  could be used w hen 
hiring teachers w ho w ould be w orking directly w ith  First N ations students or, at 
the very least, that the Star Teacher Selection Intervieiv cou ld  identify areas of 
weaknesses in teachers who are already w orking w ith  First N ations students.
H aberm an 's interview consists of six tw o-part questions and one 
three-part question. According to the answ er given, a ranking  from zero to three 
is assigned. Therefore, the highest possible score for any  individual is forty-five. 
Based on the  in terview  results, participants are p laced into one of four 
quadrants. A score of between forty and  forty-five w o u ld  place them  in the "A 
'S tar'" quad ran t. A score of betw een th irty  and th irty-nine places the participant 
in the "B H igh" quadrant. Scoring betw een fifteen an d  tw enty-nine w ould give 
the partic ipan t a "C High Average" quad ran t placem ent. A "D Low Average"
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q uad ran t p lacem ent is g iven  to any individual scoring  betw een  one and 
fourteen.
A ccording to H aberm an 's  four quadran t scale, all of the participants 
recorded scores in the top  tw o quadrants, A and B. Tw o of the participants 
ranked in the "A  'S ta r '"q u ad ran t and  the other four in  the "B H igh" quadran t 
(p.13). A person  in the "A  'S ta r '"  quadran t "is 'w ith  it. ' Is able to im plem ent 
advice a n d /o r  act on [their] ow n plans. These ind iv idua ls  sta rt out as 'S tars '"  (p. 
13). A person  in the "B H igh" quadran t "is able to conceptualize about teaching 
and is sensitive to the pu rposes of activities, but has d ifficulty  im plem enting 
ideas. These ind iv iduals s ta rt ou t as 'H esitan t' o r H igh" (p. 13).
O f H aberm an 's questions, the ones receiving the  h ighest scores w ould 
indicate tha t the teachers w ho  successfully w ork w ith  F irst N ations students 
w ould "persist in try ing to resolve a seem ingly u n en d in g  problem " (H aberm an, 
1995d, p. 4). Their answ ers indicated that they "believe that such persistent 
creativity an d  problem  solving behavior is a norm al expectation of the daily 
work of the teacher" (p. 4).
Partic ipan t answ ers also indicated tha t they w ou ld  pro tect their students 
from the bureaucracy of the system . These teachers w ou ld  be persistent in 
pu rsu ing  a belief, or concept, they felt w ould  be of benefit to their students. Yet, 
in doing so, they w ould  ensure  that their students w ere  pro tected  from any 
bureaucratic battles tha t took place w ithin the school "by  tak ing  responsibility 
for stopp ing  an activity" (H aberm an, 1991, p.6) and  no t shifting the blam e to 
another party .
H aberm an 's  questions that deal w ith teacher b u rn o u t and  preventative 
m ethods to teacher b u rn o u t solicited the w eakest responses from  all of the
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participan ts. Their overall responses w ould indicate that, as a group, they d id  no t 
u n d e rs tan d  that teacher b u rn o u t w as caused by dealing  w ith  the bureaucracy 
and th a t "genuine caring abou t pupils places a con tinu ing  burden  of 
responsib ility  on teachers to deal w ith irrational au tho rity"  (Haberm an, 1991, p. 
7). F urther, the participants failed to indicate that the  so lution to teacher b u rn o u t 
w as a suppo rtive  staff w ho collaborated and  p ro v id ed  "a support group that 
w orks w ith  others in seeking school change" (p. 8).
These results w ould  indicate that all of these teachers w ould be successful 
at teaching  children in poverty . How ever, the results do not indicate w hether 
star teachers of children in poverty  w ould be successful in w orking w ith  First 
N ations studen ts. H aberm an 's interview  questions fail to account for the cu ltu ral 
differences w ith in  a traditional u rban  school and  the holistic culture w hich exists 
w ith in  a First N ations com m unity.
Sum m ary
In this chapter, the da ta  arising from the in terv iew s and  observations of 
six teachers w ho successfully w orked  w ith First N ations students was organized  
and analyzed  into key characteristics and practices. T hrough this analysis 
process, it w as determ ined th a t m ost of the characteristics and  practices of 
teachers w ho successfully w orked  w ith First N ations studen ts fit into the four 
key areas for teachers who successfully w orked w ith  m inority  students: bu ild ing  
relationsh ips, the teaching of m orality , teacher p reparation , and  classroom 
pedagogy. O ther characteristics an d  practices, no t h ighlighted  in the literature, 
bu t w h ich  p lay  a role in the success of these teachers w ere  also examined.
Finally, the  participants w ere analyzed using the H aberm an 's  (1991) Star Teacher 
Selection Intervieiv for star teachers of urban  students.
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All of the participants w ere experienced teachers w ho have taugh t in the 
sam e location for at least the p a st tw o years. For all b u t one teacher, this w as no t 
their first teaching assignm ent. Prior to their present teaching assignm ent, each 
of these teachers encountered a m inority  group for w hich they had no previous 
experience and  for which their teacher training had  not p repared  them .
All of the participants v iew ed each class m em ber as an individual s tu d en t 
w ith  u n ique  needs and differences. The participants expressed that these needs 
and  differences are the results of the  environm ent in  w hich each of the studen ts 
live. Therefore, to successfully educate the students, there w as a need for the 
teachers to understand  those environm ents. A lthough the participants d id  not 
a ttend  any  First N ations cultural activities w ithin the com m unity, they d id  
express an d  exhibit respect tow ard  the First N ations culture and  the First 
N ations com m unity.
T hroughou t the research, praise and positive reinforcem ent w as given to 
all s tuden ts , w hich helped create a w arm  and safe classroom  environm ent. 
W ithin this environm ent, the teachers recognized m istakes as teachable m om ents 
that fostered  studen t growth. The participants further developed a safe 
classroom  environm ent by role m odeling behavioral expectations and learning 
outcom es in  a setting that incorporated both hum or and  support.
W henever conversations of studen t success took place, the participants 
m oved quickly from  looking at ou tside  factors to exam ining w hat they 
them selves could do to ensure the success of their First N ations students. This 
self-exam ination included such aspects as using all of their senses w hen teaching 
studen ts, being aw are of their out-of-school activities, and  being know ledgeable 
about the s tu d en ts ' family m em bers and  com m unity events.
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Based on H aberm an 's (1991) Star Teacher Selection Intervieiv, all of these 
partic ipan ts ranked in the top tw o of H aberm an 's four quadrants and  w ou ld  
therefore be ranked as either an  "A 'S tar'" o r "B H igh" teacher (p. 13). This 
w ou ld  indicate that these six teachers could be star teachers of u rban  ch ild ren  in 
poverty .
C hap ter Five presents im plications an d  recom m endations resu lting  from  
this study . As well, topics are proposed for fu rther research.
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C hapter Five: Sum m ary, Im plications, an d  Recom m endations
Introduction
"School success for Aboriginal students rem ains a top priority for the 
M inistry  a n d  the education  system . A major focus w ith in  this priority is on 
achieving success, especially in literacy, at a very early  age" (V. H utchingson, 
personal com m unication, June 6,1999). In an a ttem p t to im prove the academ ic 
success of First N ations students, the M inistry of E ducation, Skills and T r a i n i n g  
(MoEST) has in troduced  three new  program s: First N ations C ultural A w areness, 
First N ations Language Program s, and First N ations S upport Services (MoEST, 
1998). To aid  in the in tegration  of relevant First N ations content into the 
curriculum , MoEST has also published a new  First Nations Integrated Resource 
Package (IRP), the First Nations 12 curriculum  package, and  a book entitled Shared 
Learnings: Integrating BC Aboriginal Content K-10. To give First Nations people 
m ore control over the education  of their children, new  funding  categories 
targeting First N ations funds have been created requ iring  an agreem ent betw een  
the school board  and  local bands before any of these funds can be spent.
To m easure the proficiencies of all students th roughou t the province in 
the areas of reading  and  num eracy, the M inistry of Education adm inisters 
provincial assessm ents know n as the Foundation Skills A ssessm ent (FSA) every  
spring  to studen ts in grades 4, 7, and  10. The results are  in terpreted by a panel of 
educators a n d  are released in the fall. The data resu lts for the 1999-2000 school 
year indicate that, a t all g rade  levels and in all of the subjects tested, there are
112
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approx im ate ly  twice as m any First N ations stu d en ts  in the province of British 
C olum bia that are "not yet w ith in  expectations" in com parison to other s tuden ts  
(S tudent A ssessm ent and Program  Evaluation Branch, 1999). The discrepancy 
betw een  First Nations studen ts and  other s tuden ts  for "exceeding expectations" 
is even  greater. It should be no ted  that the resu lts for all students include the 
results of the First N ations students; if the First N ations results w ere rem oved 
from  the category representing all students, the  differences w ould be even 
greater. The results h ighlight the fact that desp ite  the M inistry's best in tentions, 
add itional program s and targeted  funding are no t m eeting the needs of a large 
n u m b er o f First Nations studen ts th roughout the  province of British Colum bia.
Research exits to su p p o rt the evidence th a t the greatest im pact on  s tu d en t 
success relates to w hat the teacher does in the classroom  (Evans, 1996; G ran t, 
1989; H aberm an, 1995c). In fact, MoEST (1998) acknow ledges this research in  its 
ow n docum enta tion  stating tha t "it is at the level of classroom  instruction tha t 
the influence on children's education  is greatest (p. 42). Yet, little research has 
been d o n e  to exam ine w hat constitutes successful teaching of First N ations 
studen ts. Therefore, it is im perative that the skills of these teachers be exam ined 
and  th a t these findings be used  by others to im prove  the academic success of all 
First N ations students. It is im portan t to assess the  potential for m ore effective 
teaching of these students.
B rendtro  et al. (1990) indicate that there is a need  for First N ations 
studen ts to m aintain a balance betw een their intellectual, emotional, sp iritual, 
and  physical quadrants. G olem an (1995), Kessler (2000), and Zohar and  M arshall 
(2000) em phasize  the im portance of these quadran ts . Goleman (1995) m aintains 
that em otional intelligence is m ore im portant than  an individual's IQ, and
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
114
indicates that self-awareness, self-discipline, and  em pathy  add up  to a d ifferent 
w ay and  m ore im portant m easurem ent of being sm art. Kessler (2000) w rites that 
there are  seven gateways to the soul of education tha t "support school 
com m unities in preventing violence and alienation, and  producing responsible, 
caring citizens" (p. 17). Zohar an d  M arshall (2000) m aintain  that spiritual 
intelligence "is w hat we use to develop our longing and capacity for m eaning, 
vision an d  value. It allows us to d ream  and to strive. It underlies the things w e 
believe in  and  the role our beliefs and  values play in  actions that w e take a n d  the 
shape w e give our lives" (p. cover). This new  research endorses the trad itional 
beliefs an d  practices of the First N ations com m unity, and  supports an 
educational system  that em phasizes relationships and  the teaching of m orality  
over the acquisition of know ledge.
In review ing the literature on  effective teaching and  the results of th is 
s tudy, it is apparen t that a num ber of key characteristics and  practices have been 
identified tha t apply  to the successful teaching of F irst Nations students. This 
chapter begins w ith  a sum m ary of this study, follow ed by a discussion of the  
findings for each of the key areas for teachers w ho successfully w ork w ith  First 
N ations students. This discussion includes im plications for the assigning a n d  
h iring of teachers to work w ith First Nations students. Finally, the conclusion 
contains recom m endations for fu rther study regard ing  teachers w ho successfully 
w ork  w ith  First Nations students.
Sum m ary of the Study
W hile research exists that exam ines the role of the teacher w orking 
successfully w ith  m inority groups, very little research exists that looks 
specifically a t the role of teachers w orking successfully w ith First N ations
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studen ts. It is recognized th a t First Nations students a re  represented in the 
m inority  groups discussed in  som e of the literature. The research indicates th a t a 
num ber of attributes exist th a t can be applied to the successful teaching of all 
m inority  groups. Each of these attributes, build ing  relationships, the teaching of 
m orality , teacher p reparation , and  classroom pedagogy, will be exam ined in 
relation to da ta  collected perta in ing  to the six teachers in  th is study.
L iterature O verview
Traditionally, all m em bers of the First N ations com m unity  are responsible 
for the education  of First N ations children. This educational process w as carried  
ou t in the m ost natural se tting  possible, com m unicated th rough  trial and 
observations, and instructed th rough  values, needs, an d  traditions (Russell,
1993). H ow ever, this trad itional m ethod of educating First N ations children 
changed dram atically in the  early  1900's w ith  the onslaugh t of European 
im m igrants to N orth Am erica. By the mid-19th century, First Nations studen ts 
w ere vo lun tarily  being enrolled  in the public school system  (Kavanagh, 1997). In 
1879, large residential schools w ere built to house and educate  First N ations 
studen ts and , w ith these schools, the dism antling of the traditional First N ations 
educational system  began (W ilson & Martin, 1997). Since 1946, following a 
review  of the Indian Act, the First Nations people have advocated  for a greater 
voice in an d  m ore control over the education of their ch ild ren  (Kavanagh, 1997). 
A lthough the goal of today 's  governm ent is to w ork w ith  the First Nations 
people in im proving the academ ic success of their children, the provincial exam  
results indicate  that the perform ance of First N ations s tuden ts  is well below th a t 
of non-F irst Nations s tuden ts  (Student Assessm ent and P rogram  Evaluation 
Branch, 1999).
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To date, the focus of the governm ent an d  First N ations people has been  on 
program s and  allocation of funds. Limited research  has been done to identify  
w hat teachers do to m ake First N ations studen ts successful. The research does 
indicate that there are  m any characteristics and  practices of successful teachers of 
m inority  students an d  these characteristics a n d  practices can be d iv ided  in to  four 
m ain categories of attributes. Each of these categories w as exam ined separa tely  
to establish how  they  applied  to exem plary teachers of First Nations studen ts. 
Sum m ary of the M ethodology
The attributes of teachers w ho successfully w ork  w ith  First N ations 
studen ts and  their im plications on the academ ic success for First N ations 
studen ts w ere investigated using a m ulti-case s tu d y  research design. A case 
study  approach, incorporating  interviews, observations, and  the collection of 
artifacts, w as used to exam ine each of the ind iv idual six teachers. In-depth  
analysis of the data for each teacher w as conducted  follow ed by a cross-analysis 
of the da ta  involving the entire group. This s tu d y  a ttem p ted  to address the 
follow ing questions:
1. W hat characteristics and  practices do teachers, w ho have been 
identified as successfully w orking w ith First N ations studen ts, exhibit tha t 
encourage those studen ts to rem ain in school, becom e engaged in educational 
activities, and  prom ote a desire w ithin the s tuden t to learn?
2. C an H aberm an 's indicators of star u rban  teachers of children in  poverty  
be used  to identify teachers m ost likely to be successful in  w orking w ith First 
N ations students? In add ition , are there supplem ental indicators for teachers 
w ho are successful in w ork ing  w ith First N ations stu d en ts  that have not been  
identified by H aberm an 's research?
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For this study, six  teachers, identified as w orking  successfully w ith  First 
N ations students, w ere  selected as research participants. Selection w as based on 
inform ation received from  the supervising principals, their peer g roup , and  
central office supervisors.
Im plications of the Findings 
Educators need to view  the First Nations people no t solely as a  sm all 
assem bly of intriguing people  w ithin our greater society, b u t as an autonom ous 
segm ent of the hum an species. W hile the First N ations society contains m any 
facets of other cultures, it also embraces elem ents unique to itself. Teachers who 
successfully work w ith F irst N ations students accentuate this distinctiveness, 
celebrating and prom oting  its differences w ith the First N ations studen ts  that 
they w ork  w ith and incorporating  it into their everyday dealings w ith  these 
s tuden ts, their families, an d  their communities.
The data analysis indicates that while there are m any characteristics and  
practices of teachers w ho w ork  successfully w ith First N ations studen ts, all of 
these characteristics and  practices can be categorized according to the literature 
on  the attributes of teachers w ho w ork successfully w ith  m inority studen ts. The 
im plications of each of these attributes and their relationships to teachers w ho 
successfully work w ith F irst N ations students are now  exam ined in the  following 
text.
Im plications for Building Relationships
To become exem plary teachers who successfully w ork  with First N ations 
studen ts, educators need to be cognizant of the role p layed by  the environm ents: 
first, the environm ent in w hich  First N ations students live and , second, the 
env ironm ent which they, as the teachers, create w ithin their own classroom s.
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Teachers m ust have an  understand ing  on  how  the environm ent in w hich  a 
stu d en t resides affects the intellectual, em otional, physical, and  sp iritua l 
quadran ts of a First N ations studen t's  developm ent. Using this know ledge, 
teachers can then adjust their teaching procedures to com pensate for any  lack of 
read ing  materials, parental involvem ent, or other support system s th a t are 
necessary for First N ations students to be successful in  the educational system . 
Teachers can no longer believe that First N ations students view  the w orld  
th rough  the same set of lenses as they do. They need to realize that d ifferent 
cultures see the w orld in  a different w ay, w ith  each being no better or w orse than 
the other.
The building of relationships is enhanced by educators w ho realize that, 
for the First Nations people, education is v iew ed as a vehicle of great po ten tial to 
revive, m aintain, and enhance their relationship w ith the natural w orld . The First 
N ations perspective of education, based on unique traditions that have been 
passed dow n  through the generations, needs to involve the experiences that the 
First N ations student has. They feel that w ith in  the school setting, all w ho  come 
in contact w ith  their children should be w orking  tow ard that com m on goal and  
should  be sharing that goal w ith  their children.
By adjusting their classroom  p rocedures to meet the First N ations 
studen ts ' learning needs, the teacher creates a safe and secure env ironm ent in 
w hich all students thrive: an  environm ent that supports the traditional First 
N ations belief that students should be allow ed to take chances and  w here  
m istakes are viewed as teachable m om ents. The key to developing and  
m aintaining this environm ent is not to susta in  it through sets of rules, b u t rather 
by p reparing  interesting and  m otivating lessons that are relevant to First N ations
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learners: lessons th a t cap ture  the in terest of the students into w an ting  to learn 
rather than  being a passive participant in  the learning process. This interest can 
only be cap tured  if the  teacher know s th e  studen ts individually , learning their 
strengths and  w eaknesses, and  presen ting  lessons in a setting th a t is safe, in 
which a m utual bon d  o f trust has developed  and  in which the First Nations 
studen t feels respected.
For these teachers, relationships w ere  no t based on the academ ic process 
that took place w ith in  the  classroom  b u t w ere developed th ro u g h  a sincere effort 
of cultivating a fam ily sp irit w ith  the studen ts. By sharing personal family 
experiences and show ing  an interest in the  everyday activities of their First 
N ations students, a bo n d  was built based  on  trust, respect, and  love. It was this 
bond that allow ed the First N ations stu d en ts  to openly approach  their teacher for 
academ ic or personal help.
Im plications for Recognizing the S tuden ts ' Culture and  Background. It is 
essential to rem em ber th a t these teachers d id  not have a total know ledge of their 
First Nations s tu d en ts ' cu lture bu t that they  d id  take w hat they knew  and 
applied it w ithin their classroom  setting. W hen the teachers lacked the 
know ledge, they so u g h t it out, first from  the students them selves, then from the 
First N ations su p p o rt w orker in the school, or from  First N ations com m unity 
m em bers. By acknow ledging the First N ations studen ts ' cu lture, the teacher was 
teaching the studen ts to have pride in w ho  they are and w here they  have come 
from. Teachers w ho successfully w ork w ith  First N ations stu d en ts  need to take 
and  m ake the tim e to learn  about the uniqueness of the First N ations culture and 
tha t only as they g row  in  that know ledge can  they grow in their understanding  
and  appreciation of each studen t's  culture: to look at the w orld  th rough  the eyes
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of the studen ts an d  to celebrate a cu lture  which is based upon  generations of 
traditions.
C ultural know ledge is a tw o-w ay process: The First N ations students need 
to share their w ealth  of know ledge, som e of which could be foreign to the 
teacher, and  the teacher has to be open  to using that know ledge w ith in  the 
learning process. Teachers w ho successfully work w ith First N ations students 
cash in on the cu ltu ral capital tha t F irst N ations students bring to the classroom. 
These teachers find ways of allow ing First N ations students to feel valued by 
prom oting their culture and language w ith in  the classroom  setting.
Teachers w ho successfully w ork  w ith  First N ations studen ts realize that 
they have an obligation in assisting  the First N ations adults to pass on the 
uniqueness and  the  pride of their cu ltu re  to their children. Involving the First 
N ations adu lts an d  com m unity, these teachers willing sought o u t inform ation on 
the culture and  then  passed on the inform ation that they learned to the children. 
A lthough they do  no t have total know ledge of the First N ations culture, they 
w ere w illing to seek out clarity of the  know ledge that they already  had , and  then 
to pass that know ledge on. Exem plary teachers use First N ations people as a 
resource of know ledge, inviting them  into the classroom and in tegrating  their 
culture into the school setting.
W ays of exposing non-First N ations teachers to the First N ations language 
and  culture p rog ram s w ithin the school m ust be explored. In do ing  so, not only 
do  the non-First N ations teachers get a better understanding  of the environm ent 
from w hich First N ations students com e but, the First N ations studen ts see a 
teacher w ho cares about w ho they, as First N ations students, are. As a result, a 
feeling of m utual tru s t will develop: a tru st that will encourage First N ation
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students to share their cultural experiences and m ake the teacher more 
u nderstand ing  of the difficulties their First Nations studen ts m ight be 
experiencing.
Im plications for the Teaching of M orality
To the  W estern culture, education  is based on the value of m aterialism: we 
pass on inform ation through the education  system  in o rder for ou r children to 
becom e independent, self-sufficient, contributing, w orking adults. W ithin the 
First N ations society, education is seen as a w ay to pass on  the  know ledge of the 
lifestyle of N ative people. It is v iew ed as a m eans of passing  on the knowledge 
that their contem porary lifestyle is founded  on the trad ition  of respect and 
sharing an d  tha t education needs to encom pass, w ith great concern and interest, 
those concepts that are im portan t to the well-being of the w orld. The stories and 
legends th a t have been passed from  generation to generation tell clearly of the 
unique relationship that these people have always had  w ith  the natural 
env ironm ent and  that all those tha t are involved in the school system  should 
help to continue to develop this relationship. The special m eanings to their 
contem porary  activities, such as feasting, dancing, singing, an d  hunting, still 
exist today an d  are a relevant p a rt of the education of their children.
Teachers w ho successfully w ork w ith  First N ations studen ts view 
m orality as a quality  that goes beyond the four walls of the classroom . Therefore, 
these teachers need to be proactive in  prom oting a holistic approach  to nurtu ring  
m orality. These teachers need to w alk-the-talk at all times. They need to role 
m odel expected behaviors, acts of respect, and  the ability to bu ild  trustful 
relationships in all aspects of their lives, both  at school an d  in  the com m unity.
This holistic approach includes tak ing  an interest in the out-of-school lives of
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their First N ations studen ts . This interest could be as sim ple as acknow ledging  a 
ha ircu t or a special even t that a studen t com peted  in, inquiring  about berry  
picking, a ttending  cu ltu ral activities, or ap p lau d in g  an  accom plishm ent by a 
m em ber of the s tu d e n t's  family.
M orality incorporates re turn ing  problem s back to those w ho really ow n 
them : the students. In  do ing  so, teachers w ho successfully w ork w ith  First 
N ations students n eed  to ensure that the s tuden ts express their concern in the 
form  of 'I ' statem ents. These statem ents indicate th a t the problem  belongs to the 
ind iv idual and that th a t individual has the pow er to add ress it. Yet, a t the sam e 
time, the teacher p rov ides expectations on how  a situation  should be hand led  
and  m odels that expectation th roughout their teaching.
Im plications for T eacher Preparation
W hile none of the participants took p a rt in  an  im m ersion-type teacher 
practicum  program , they  all received an im m ersion into a society that w as 
cu ltu rally  or socioeconom ically different than th a t w ith  w hich they w ere 
fam iliar. W hether they  w ou ld  have been considered an  exem plary teacher 
du rin g  their first year o f teaching is unknow n, b u t w h a t is know n is that this 
early  experience helped  shape their beliefs and  teaching  practices that they 
em ployed  in their p resen t teaching assignm ents.
To assist in ob tain ing  the know ledge that w ou ld  help  m ake teachers w ork  
successfully w ith First N ations students, it is essential tha t prospective teachers 
live the experiences, as m uch  as possible, of their First N ations students. W hile 
m ost teacher training p rog ram s do not offer a full im m ersion  program , they need 
to sim ulate  the experience of w orking in a N ative com m unity  as closely as 
possible. This m ay requ ire  short-term  practicum s in  band  schools, or a
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com m unity events. T eacher training program s need  to go beyond the w alls of the 
teaching institute an d  take the prospective teachers ou t into the com m unity  of 
the First N ations people. N o longer is it acceptable to sim ply have a learning 
com ponent entitled 'F irs t N ations stud ies ' a n d  b ring  in a few 'experts ' to give 
instructions on how  F irst N ations students shou ld  be taught. S tudent teachers 
need to get o u t and  live the experience them selves; they have to experience the 
environm ent that shapes the learning of their F irst Nations students.
Furtherm ore, the  school district's u p p e r adm inistration  needs to p rov ide  
leadership for the educato rs w ho are directly involved w ith the education  of First 
N ations children. These d istric t leaders need  to prov ide and encourage inservice 
for teachers, counselors, and  principals p resen tly  w orking w ith First N ations 
children on a daily basis. This inservice needs to be directly related to the 
educational needs of the  First Nations com m unity. Therefore, it should  serve as 
training sessions into the  First Nations culture an d  w ay of life as seen th rough  
the eyes of the First N ations people. To accom plish this, the First N ations adu lts 
need to be the ones th a t a re  educating us in their w ays. This should  be view ed on 
an ongoing basis, w ith inservice being p rov ided  to new  staff in assisting them  to 
become fam iliar w ith  the  background and the needs of the local First N ations 
students.
Im plications for C lassroom  Pedagogy
W hile there is m uch  overlap w ith the a ttribu te  of build ing  relationships, 
the key pedagogical ing red ien t for student success appears to be the 
developm ent of a safe a n d  friendly classroom  environm ent, one that fosters 
lessons designed to p rom o te  studen t success ra th er than failure. A lthough it is
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acceptable and, in m ost cases, necessary to establish the basic expectations 
through a set of class rules, teachers w ho successfully work w ith First Nations 
students use in teresting  and  challenging lessons to control and m otivate their 
students.
Teachers w ho successfully work w ith  First Nations students need  to keep 
students inform ed of any  changes that m ight occur w ithin the norm al program . 
W hile this m ay not alw ays be possible, exem plary  teachers realize th a t part of a 
safe classroom  env ironm en t for students is in  no t surprising them. This is 
especially true for a t-risk  students w ho need  an  environm ent that is predictable, 
consistent, and free of surprises.
Teachers w ho successfully work w ith First Nations students also build on 
the know ledge base th a t the student already has, alw ays referring new  
inform ation back to w h a t the student know s. Included in this is a llow ing and, in 
fact, encouraging studen ts to make m istakes w hich  the exem plary teacher turns 
into teachable m om ents and  which, in turn, develop a healthy self-esteem  within 
the students. A healthy  self-esteem develops the belief that it is all righ t to make 
m istakes, that m istakes are a necessary com ponent of learning, and  th a t T , the 
student, am  not a bad  person  for making m istakes.
W hile exam ining w hy a student is not successful, teachers w ho 
successfully work w ith  First Nations studen ts do  no t blame outside factors. 
Instead, they look inw ard , at themselves, to determ ine w hat they, as the  teacher, 
do or do not do. By looking inw ard  to create the necessary changes, these 
teachers rem ain persisten t in finding a solution that works. They do n o t give up 
on a child or turn  that responsibility over to o thers to solve.
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A final pedagogical com ponent necessary w ith in  teachers w ho 
successfully w ork w ith  First Nations students is tha t they do no t rely  on  any one 
sense to discover how  a studen t is doing. Instead, these teachers use all of their 
senses to read a studen t, to determ ine w hat is w orking  and w hat is not, to know 
w hen to push  and  w h en  to hold back, and  to realize w hen success is taking place 
or w hen the struggle is too great.
Recom m endations
The follow ing recom m endations are m ade  based on the data  collected 
during  this research and  based on the fact tha t the majority of teachers w orking 
w ith  First N ations studen ts are non-First Nations:
1. Teaching tra in ing  institutions need to prov ide opportunities for new  
teachers to experience the First Nations environm ent. Ideally, this w o u ld  involve 
an im m ersion com ponent w here student teachers w ould live a nd  w ork  w ithin a 
First N ations com m unity  for an extended period of time. If this is no t possible, 
new  students teachers need to complete an extended  practicum  w ork ing  w ithin 
the environm ent of the First Nations students.
Program s, based  on teacher im m ersion into the First N ations cu ltu re  and 
com m unities, w ould  provide the background inform ation on the traditional First 
Nations m ethods of teaching and learning. This im m ersion w ould  m ake teachers 
more aw are of the im portance that building relationships and that the teaching 
of m orality play in the  success of First N ations studen ts in their ow n culture.
2. School districts need  to provide classroom  teachers, w ho are presently  
em ployed in their district, w ith  opportunities to participate in the First N ations 
culture and  language classes. This w ould ideally be achieved by requ iring  all 
students, accom panied by their classroom teacher, to attend and  participate  in
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the culture and  language  classes. Failing this, release time should be p rov ided  to 
allow  the classroom  teachers opportunities to a ttend  the culture and language 
classes w ith  their F irst N ations students.
In doing so, a  s tro n g  message w ould  be transm itted from  the d istric t office 
and the ind iv idual teachers to the First N ations paren ts and com m unities: Their 
culture and  language are im portan t com ponents in  the educational process. This 
action is significant to the attribute of bu ild ing  relationships.
3. There is a n eed  to identify secondary students who exhibit the 
characteristics and  practices of teachers w ho w ork successfully w ith First 
N ations studen ts and  to encourage those studen ts to enter the field of education. 
This recru itm ent of po ten tia l star teachers m ust begin at the secondary school 
level. Furtherm ore, incentives should be p ro v id ed  to these stars to ensure  that 
they w ork  w ith First N ations students. Incentives could include free housing, 
interest free s tu d en t loans, greater professional developm ent allowances, studen t 
loan rebates, and  m ov ing  a n d  transportation assistance.
4. W ays to encourage  and enhance com m unication betw een the First 
N ations com m unity  an d  the non-First N ations educators need to be continually  
devised. The school personnel need to p rov ide hom e visits on a regular basis, 
su p p o rt com bined school an d  com m unity celebrations, involve parents in  school 
activities, and  partic ipa te  in  First Nations in itiated  projects. The educators need 
to be visible w ith in  the com m unities.
5. MoEST, school districts, and the First N ations com m unity m ust 
collaborate their efforts an d  focus on developing the skills and know ledge of the 
teachers currently  teach ing  First Nations studen ts. W hile the current teachers' 
contract m akes it d ifficult to im plem ent w holesale changes to our present
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teaching force, p rov id ing  training and  skill developm ent that is specific to 
w orking  successfully w ith First N ations students w ould  help com pensate for 
this. This action w ill increase the likely success of First N ations studen ts while 
exem plary teachers are  being identified  and hired to w ork specifically w ith  First 
N ations students.
6. If MoEST a n d  the First N ations com m unity are serious abou t increasing 
the success of F irst N ations studen ts, they m ust exert w hatever pressure 
necessary to encourage teacher train ing  institutions to offer courses specifically 
designed to add ress the learning needs of First N ations learners. An exam ination 
of the 2000-2001 university  calendars from  the three m ajor universities in  British 
C olum bia—The U niversity  of British Colum bia (UBC), Simon Fraser U niversity 
(SFU), and  The U niversity  of Victoria (U of Vic)—show  that only one course has 
been designed specifically to add ress the learning needs of First N ations 
students. These universities an d  colleges need to design teacher train ing courses 
that specifically ad d ress  w orking successfully w ith First N ation studen ts and 
that identify  the characteristics and  practices that are know n to w ork w ith  these 
students.
7. Educators need  to w ork w ith  First Nations leaders to build and  
establish respect and  tru st for all people w ithin the school system . For exam ple, if 
a First N ations leader offers to w ork  w ith  children on im proving their respect 
tow ard adu lts in the com m unity an d  believes that a sim ilar thing is necessary 
w ithin  the school setting, that leader needs to be encourage to talk w ith  students 
and to assist them  in bu ild  bridges of tru st and respect for their educators. 
Education should  help  First N ations studen ts m ature into their ow n cu ltu re  and
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should  assist them  in understanding w h a t it m eans to have a First N ations 
identity.
8. Potential teachers of First N ations students should be in terview ed using 
the H aberm an in terv iew  questions. In particular, the questions dealing  w ith 
being persisten t an d  no t giving up on studen ts, and protecting studen ts from 
bureaucracy a n d  failure, are key questions to ask.
Suggestions for Future Research
In order to address questions arising  from  the findings in  this study, 
suggestions for fu ture  research are offered:
1. All of the teachers in this s tu d y  w ere non-First N ations. Teachers of 
First N ations ancestry, individuals w ho have lived and experienced the lives of 
the First N ations students, need to be stud ied  to determ ine w hether they w ould 
create different da ta . Questions related to this m ay include the following: Could 
a First N ations teacher from one band becom e a teacher w ho successfully works 
w ith First N ations studen ts from another band? Could a First N ations teacher 
successfully w ork w ith  students from  h er ow n band? C ould an  exem plary First 
N ations teacher successfully work w ith  studen ts of other cultures?
2. This s tu d y  is limited to central British Columbia, in  the  territories of the 
Thom pson and  O kanagan bands. There is a need to exam ine w hether these 
findings are universal to British C olum bia, to Canada, and to N orth  America.
Are they sim ilar to exem plary teachers teaching outside this area? If they are 
different, w hat could  cause that difference?
3. The posting, interviewing, and  h iring  process of teachers w orking w ith 
First N ations s tuden ts  is key to ensure g reater studen t success. In terview
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questions need  to be researched and  developed that will identify  potential s ta r 
teachers o f First N ations students as early  as possible.
4. T eacher training program s need  to be researched to determ ine w hich 
program s p rom ote  the identified characteristics and practices of teachers w ho 
w ork successfully  w ith  First N ations students.
5. T his da ta  was based on interview 's and  observations of six exem plary 
teachers of First N ations students. There is a need to expand this research, to 
observe an d  in terview  more teachers w ho  w ork  successfully w ith  First N ations 
students, so tha t the skills and  know ledge of exem plary teachers can be further 
dissected an d  refined, ensuring that F irst N ations students receive the best 
possible educa tion  available.
This s tu d y  suggests that if w ere are  to successfully w ork  w ith  First 
N ations s tu d en ts  MoEST, the First N ations com m unities, an d  the education 
system  m u st seriously  examine the role p layed by the classroom  teacher. In 
doing so, the  m ost recent research m u st be stud ied  and su p p o rt p rov ide by all of 
the parties involved.
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